ED 097 955

.~ AUTHOR

TITLE

INSTITUTION
SPONS AGENCY
REPORT NO

PUB DATE
NOTE

EDRS PRICE
DESCRIPTORS

ABSTRACT

DOCUBENT RESURE
PS 007 163

Kirchner, Elizabeth P.

An Assessment Inventory for the Day Care Child.
Volume XII: Field Evaluation and Preliminary Findings.
Center for Human Zervices Development, Report No.
25.

Pennsylvania State Univ,, University Park. Coll. of
Buman Developument.

Pennsylvania State Dept. of Public Selfare,
Barrisburg.

PSU-CHSD~R~25

Jun 73 .

199p.; For other reports in this series, see PS 007
154 - PS 007 164

HF-$0.75 BC-$9.00 PLUS POSTAGE

Age Differences; *Behavior Rating Scales; Creative
Developaent; *Day Care Programs; *Evaluation;
lLanguace Development; *Heasurement Technigues; Motor
Development; Observation; ¥*Preschool Tests; Problem
Solving; Racial Differences; Self Concept; Sex
Differences; Social Development; Visual
Discrimination |

This is the second of a twvo volume report of a Day

Care Inventory. The author presents an evaluation of the Imventory
and make recommendations for changes, deletions and additions so that
rore satisfactory measures will be available for use in the study of
the impact of day care on child development. The evaluations are
based upon the findings from 282 day care children in Pennsylvania.
The Day Care Inventory contains sixteen separate assessment o T
components; these measures can be used to assess the developament of
preschool children in the following areas: (1) problem solving; (2)

creativity;

{3) sensory experience; (#) language; (5) gross motor

skills: (6) visual discrimination; (7) social development and skills;
(8) self esteem; (9) self concept; and (10) affective behavior, The
format for each component evaluation includes a test description,
discussion of the administration and scoring, a report of the
findings, and a summary containing recommendations. (SDH)



Teou )
;:‘“;‘l g :s“n&‘lf:iﬁ " ROM ﬂS{ CoryY “M' AELE

lNSTlTUTE FOR THE STUDY
_ OF HUMAN DEVELOPMENT

‘o] CENTER FOR HUMAN SERVICES DEVELOPMENT

AN ASSESSMENT INVENTORY FOR THE DAY CARE CHILD
VOLUME Il — — FIELD EVALUATION AND PRELIMINARY FINDINGS

By: Elizabeth P. Kirchner

June, 1973

)
e, CHSD Report No. 25
Do

"COLLEGE OF
HUVIAN DEVELOPMENT

: } Jr\é i V \{\“ AN Ir L ! Jx

plouf UN‘\/FR"‘!“ PARK. tif \\



AN ASSESSMENT INVENTORY FOR THE DAY CARE CHILD

Volume IX
'FIELD EVALUATION AND PRELIMINARY FINDINGS

Center for Buman Services Development
College of Human Development
The Pennsylvania State University
University Park, Pa. 16802



(:) The Pennsylvania State University 1973

Center for Human Services Development

PERMISLION T REPROM § Tar. COPY
R TED MATE RIAL HAS HEEN UANTED B

. Stek. .

- ®. ..
1 FHR AND ORGANLATION®. OPFRATING
UNDER AGREENE Y, WiTH THE NATIONAL My
STTUTE OF FREATION FURTHEH REPUD
GO TN OUTHINE TeE BRC Wi L3
GaREe, PERMIGLION OF  THE £ OBYRIGHT
CWNE B

O

ERIC

Aruitoxt provided by Eic:



AN ASSESSMENT INVENTORY FOR THE DAY CARE CHILD1

Volume I1

FIELD EVALUATION AND PRELIMINARY FINDINGS

Elizabeth P. Kirchner

The l’enasyimia‘ State Univeréity

ABSTRACT

'f'his‘ ié the eeW' of 'd two ﬁclwr_ze rep.rt .o.n‘ an"invento.ry; of
measures degig:ned to assees‘ day care children: ' understanding of their
physical, social and persar;al world. It preswnte evqluations of the
' measures based upon findings from 282 day care ohildren. Also pre-
aented, where possible, are interpretations of the findinge in texms
of their comtributions to understanding various aspects of the develop-
ment of children during the preschool period.

1’1’his report was prepared under contract with the Pennsylvania
Department of Public Welfare. The opinions and recommendations
expressed are those of the author and do not necessarily reflect
the official position of the sponsoring agency.
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AN ASSESSMENT INVENTORY FOR THE DAY CARE CHILD

Volume II

FIELD EVALUATION AND PRELIMINARY FINDINGS
Elizabeth P. Kirchner
The Pennsylvanta State University
CHAPTER 1
INTRODUCTION

Volume II of the report An Assessment Inventory for the Day Care

Child presénts the findings of the field evaluation of the Day Care
In#entory, which was developed by the Pennsylvania DayICare Study Proj~-
ect. Briefly, the Day éaré Invénﬁéry was dévéloped to previdé a means
for investigating day care childremn's understanding of their physical,
social, and personal world. Although it is individually administered,
the Inventory was not developed for purposes of assessing individual
children. It was intended, insteéd, to provide a means for assessing
the interaction of day care, family, and personal variables in the
development of children in genmeral. The objectives snd goals of day
care operators and experts were key considerations in selecting those
aspects of development for which measures were provided (Peters,

Hendrickson, Marcus, & Ridley, 1972).

Purpose and Format

The primary aim of this volume is to present an evaluation of the
Day Care Inventory and tc make recommendations for changes, deietions,

and additions so that more satisfactory measures will be available with
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which to stgdy‘the‘impééc.of:§§y caf§.§n sevéraluaépects-of‘a cﬁ;@@'s
development.,

The results discussed in this volume may also providé a# inicial
understanéiﬁg of thé status, at one‘point in time, of the day care cﬁil-
dren ﬁhe'conﬁriséd the sample. Findings will be utilized in this and
"in.subéequent reports of the Pennsylvania Day Care Study Project to
prgvi&e a more specialized study of spé#ific aeﬁects of cﬁg day care
child's functioning as‘it relates to his day care seftins and hié
family and personal characteristics.

Tbe Day'Cafe Inventory has 16 éssesémentcgmponents anﬁ a face
sheet. Foufteen 6f the coﬁponents are direct assessment measures.

- These components are:

Dog and Bone Social Roles

Unusual Uses Social Competence Questions
The Many~-Splendored Cube Who Likes You?

Picture Naming Good Person and Bad Person
Picture Interpretation Body Parts

Gross Motor Skills Wish

Visual Discrimination Camera Came

Two additional components are utilized as indirect assessment measures.
They are: Child Ratings, completed by the day care teacher, and Exam-
iner Observations, completed by the psychometrist who administers the
Inventory to the child. The face sheet, completed by the teacher and/
or caseworker, provides personal and demographic data for each child.
The task of evaluating the various components of the Inventory

has several aspects. These aspects can be broadly divided into 1issues
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- relating to the reliability and validity of each’mea'sure.2 It is ob~
vious that the data of this study do mot allow for a cowplete appraisal
- of either the reliability or the validity of any of the measures.

This situation is to be expected, hoaevef, during the early develop-

ment of any measure.
In order ro evaluate the measures of thisv1nwéntory_aore'fu11y,‘
: further-effdrts are~needed: '

More information must be gathered regarding to
what extent these measures are “reliable," that
is, to what extent they are consistent, accurate,
and free of contaminating, extraneous factors
that are unrelated to what £s to be measured.
While reliabilities for some componments (those
utilizing numerical sums of several items) can

be estimated u :ing present data, other components
(those utilizing categories of response) will
require further work.

In order o determine vhether the measures assess
change, children must be assessed at two points in
time rather than on only one occasion. Inasmuch
as it is suspected that the greatest changes take
place in the initial stages of a child's day care
experience, it is important to plaa the first
assessment as close as possible to a child's entry
into day care.

To determine whether the measures reflect differences
in child care environments, children whe have been
exposed to different sorts of preschool and day care
experiences and children who have been in no program
should be compared.

ZThe interested reader is referred to the following two references
for discussions of the concepts of reliability and validity:
(a) American Psychological Association. Technical recommendations

for psychological tests and diagnostic techniques. Washington: Author,
1954.

(b) Avastasi, A. Psychological testing. (3rd ed.) New York:
MacMillan, 1968.




- Some "traditional" measures shou1d~5e added to
the Inventory for the sake of comparison. Of
course, there are no well-known traditional
measures in most of the domeins aesessed in
the Inventory, or they would have been used in
the first place. Where the measures used in the
Inventory were chosen over traditional measures,
it was because they were shorter, more appealing
to the child, ete. The question of whether they
vield data as good as that of traditionpal measures
still remains, however, and is an additional reason
for addins :raditional measures to the Inven:o:y.

Project activities con:inue 1n che above areas. It must be sttessed.
however; that this volume presents only the results of an initial evalua-
tion of the Inventory components based on an adminis:racion of the Inven-
tory (a) at a sinsle point in time. (b) to six or fewer children from |
each of 51 day care centers, which have not been identified as to pro-
g:am emphases, (¢) to no "control" groups, i.e., those with mo group
care experience, and (d) without the concomitant administration of more
 traditional measures.

For some measures evaluation can be more complete than for others.
Sometimes this state of affairs is a function of the kind of measure~
ment invelved. Inventory component scores which are numerical in nature
and represent ordinal and interval scales can be inspected by statis-
tical procedures of evaluation which are not appropriate for the nominal
data which other components yield. Further, for some components there
is more data which can contribute to the understanding of the "'goodness"
of the measure than there is for others; for example, when there is more
than one measure within the Inventory which assess similar behaviors,
their interrelationships can be examined.

In this volume, as in Volume I, each component is separately dis-

cussed. The following format is used for each component:



lDescrlptioﬁ of thé COﬁggnegc -‘As én in:roduc;iqn_to each gogpqnegt,‘h_
and for the readér'é.convenience. a brief desgriptioﬁ of the component
and how it was administered is presented.

Administration and Scorigg Here the psychomatris:s feedback is
, 'fepor:ed. Their fitathand experience prevides valuable, and in some
| géses the only, input into answering questions such as: "Do che chil-
drenlllke‘thls eompénent’“ "Do the children understand the directiens?"
. "Are the ditections ot qnestions too wordy or too brief?"

Hhen.appropriace, the methods of acoriag are. presanted in this
section. Also presented are the 1nter9corer reliabilities of the
scoring systems utilized.

nding ‘- Thls section presents and discusses those data which -
most directly concern the "goodness" of the measure beyond the first
two considerations of smooth administfatinu and accurate scoring.
Possible age, sex, and race differences in the measure, the various
specific relationships with other measures, and item analyses are con-
sidered when appropriate.

Where possible, this section also attempts to interpret the findings
in terms of their contribution to the understanding of various aspects
of the development of children during the preschool period.

It should be noted here that in the chi-square analyses, frequently
utilized in analyéins the data of this report, the appropriate Yate's

correction was used when the degree of freedom (df) was limited to onme.

3Presented in the Appendix, as an aid to the nontechnical reader,
is a glossary of statistical terms and syrbols used in this report.
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Susmary and/or Recommendations - This section contaians a summary of

the findings when recapitulating seems necessary and presents any recom-
mendations for changes in the component prior to undertaking further

work with it.
Additional Information and Considerations Regarding the Sample

-fhe major characteristics of the saﬁple havevalteadfvbéen described -
in Volumé I.Presehted.hefe_;n this éolnma are (a) notes regarding two
major variables, race and locale, involved in the analyses'of the data,
(b)»a note resarding the.réprésentattveness.of the‘sampla,‘and (c)‘a |
further description of the sample in terms of parental employment and

the number of parents present in the home.

P
¢

The Race and Locale Variables

In Voluﬁe I the variables of race (black - white) and locale (urban -
| nonurban) were thoroughly confounded. The majority (88%) of black chil-
dren in the sample were from urban aress. If analyses were performed
using the total gample, apparent race differences might well be a
function of locale differences, or vice versa. To avoid this confusing
state of affairs, two decisions affecting all race and locale analyses
were made:

a. Race (white - black) differences were analyzed among the urban
children only. .
‘ b. Locale (urban ~ nonurban) differences vere analyzed among the
?hite children enly.

In the analyses of the Inventory components significant findings

related to the locale dichotomy were sufficiently infrequent as to be



regarded as priﬁarilﬁ chghce océurrences. Locale‘aqglyses, hen;e;Aafé
not reported in the discusélons of the separate components. It is, Sowevér,'
included in the added information on the.generel charac:etistics‘of the
sample. ~

It should be noted here that the locale dichotomy is best described
as urban-nonurban rather than as urban-rural as in Volume I, since the
latter claasificatidn actually represents a-he:etogeneons group1ng of

large and small towns as well as some, but few, bona fide rural areas.

Representativeness of the Sggg;g

~ The field psychometrists, the people who gathered the &at§ for this
report, ptovidgd‘infofmation and impressions which are critical in
wévélhétins'iéih the invéntéf& an& the éaible upéﬁ uhich :he'énalyses
are based. Their feedback regarding each InQentory comﬁoaeﬂt is pre-
sented wheh thai component is discussed. Their feedback regaxding the
sample of children with whom they worked is presented here, however,
for it is useful in further understanding possible biases in the sample.

The field psychometrists felt that, in addition to the possible

biss introduced by utilizing only children for whom parental permission
was obtained, further bias in sample selection may have been introduced
within centers despite their best efforts to select among the available
children at random. They felt that some teachers, by their subtle or
frank efforts, may have led them to work with the "best" children and, to
a lesser extent,with the "worst" children. The tendency to try to
ensure that the "best” children be worked with seemed partly related
to a teacher's feeling that she was being evaluated indirectiy through
the child, i.e., "If the child performs well, it means I am a good

teacher.” The less frequently noted attempt to have the 'worst" children



worked with seemed related to a desire to "get him out of the class~
room" or to a hoéé that the Inventory (endowed with masical diagnbstie
potential) might help 1&e§:ify the child's pfob;em and its éolution.
Regarding the latter point, there were a few casés in which teachers

felt, for examplé, that brain damage could b»e“dia‘sndsed via the Inventory.
A8 one psychometrisg'put it, "1 whs,thé‘only p:ofesgioﬁsl they had séén;‘
and they hoped I had all the answers."

To return ﬁo thé mattet'of bias, it is likely that futther.biésing
of the sample occurred when only a small semple of five or six children
was éeiecced at each center. This,ﬁa:ter is less critical fof evnlu#ting
the Inventery, the focus of th;s volume, than it is for evaluating day
care and its variations, theufocﬁs éf further study for which the Inven-
tory i{s intended. 1In che.latter case it 1s crucial that the saﬁple of
_ chi1dren be as representative as posaible of all day care childrem. It
isifhus recommended that, to reduce the possibility 6f selection bias
within a classroom in any further wcrk, all children within a classroom
be selected. Only those children for whom parental permission is denied
should be excluded.

Further Description of the Sample: Parental Employment and Parents

Pregent in the Home

Global characteristics of the total sample regarding employment
and parents present in the home were described in Volume I. Presented
here are further findings which help describe the sample in greater
detail.

It should be noted that these comparisons are based upon incowplete

information; for many children the desired {nformation could not be



ob:ained. Fbr exaaple..empldyment status information ﬁaa av#ilﬁble for
‘only about two-thirds of the sample, more for mothers and less for fathers.
Therefore, when the race and locale subgroups were divided into specific
occupational clessifica:ibns, the number of cases became relatively small,
fhe fisk involved in making generalizations to the entire sample, and of
_course to the ?ennsylvania day care populatioa nust therefore be stressed.
Table 1 presents the employment status of nothers and fathers for

race and locale subgroups. It can be seen from Table 1 that there were

TABLE 1

RACE AND LOCALE COMPARTSONS. OF PAREﬁTAL EMPLOYMENT STATUS

others T pathers
Grou. En~ Unem-  Percent Em- Unen~ Percent
P ployed ployed employed ployed ployed employed
Race ccﬁp&rison .
White
urban 24 30 44 i3 7 82
Black
urban 42 16 72 37 3 92
2 =7.92,df =1, p=.005  x%w1.03, gf=1, p= .3
Locale comparison
Urban
white 24 30 44 Kk 7 82
Noaurban
wvhite 40 59 40 65 10 87

X% = .10, df = 1, p = .75 X2 = .10, df =1, p= .75
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no significant locale differences in maternal or paternal employment
status and no significant race difference in paternal employment status,
There was, however, a significant race difference in maternal employment
status, More biack than white mothérs were employed (721 vs. 44%) .

Table 2 presents the bccué&tions'of employed fathers according to
race. °¢¢upation§ are categorized in the table by the code used by the .
‘U. S. Bureau of the Census. Chi-square aﬁalySéB'of the data in Table 2 -
indicated that thé dccupationﬁl distrﬁbﬁtions were different for blacks
and whites. Whites were more frequently feptesented in professional,
skilled blue collar, and academic atﬁdent cacegd:ies, and blacks were
mére'frequently represented in alérical snd service occupations. Blacks
also more“frequently appeared in the ﬁonspecific.“othgt“ cétegory. a
~ea:égory utilized when the information did not specify type of occupa-
ﬁion (e.g., "works at Ford").

Table 3 presents the occupational distridution of employed mothers
as distributed by race. Again, in a chi-square analysis, the distri-
butions were related. Inspection of Table 3 indicates that the largest
difference appeared in the clerical category (whites = 50%, bLlacks =
24%) and in the nonspecific "other" category (blacks = 31%, whites = 4X).

The findinge presented in Tables 1, 2, and 3 must be regarded as
tenuous because they are based on limited information. They do, however,
suggest that the black children came, more frequently than the white
children, from homes in which the mother worked outside the home; also
the occupations of the black children's fathers scem to have been
more frequently specified according to where the work was done, or
similar nonspecific descriptions, rather than according to the nature

of the work dene.
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(TABLE 2 |
OCCUPATIONS OF EMPLOYED FATHERS AS DISTRIBUTED BY RACE

White urban - Black urban
Occupation — — —
- 4 n %
Professional, teacher, etc. 7 a ¢ u
Nhﬁageg, qfficigi 0 0 | 2 5
Clerical 0 0 & 11
Sales i , 6 1 3
~Craftémﬁn, fdreman_ 7 21 ~1 3
Machine &.equipmenf oﬁerative 3 9 4 11
Service-worker - 0 0 5 - 14
Laborer 2 6 b 3
Student - college, high school 3 9 0 0
Student ~ trade school, on the job 2 6 3 8
Other 7 23 12 32
Total 33 99 37 101

X? = 21,49, df = 1, p = <.02

Note.-~The percentage totals do not equal 100 due to rounding errors.
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“TABLE 3
OCCUPATIONS OF EMPLOYED MOTHERS AS DISTRIBUTED BY RACE

| - White urban = Black urban
Occupation _ a %  a %
Prqfess;qnal,btquhet, etc. 5 a I 14
Clerical | 12 50 10 24
Sales | 1 4 | -0 0
Machine & equipment operative 0 0 2 5
IService worker 3 21 .9 21
Student (trade schoel, on-the~job) 0 0 2 5
Other 1 . 13 :

Total 24 100 42 100

x% = 12,74, 4f = 6, p » .05

The distribution of occupations by locale subgroups is presented
in Table & for fathers and Table 5 for mothers. Chi-square analyses
of these distributions show a significant relationship between locale
and occupational distribution for both mothers and fathers. Inspection
of Table 4 indicates a greater percentage of nonurban whites in
laborer and service worker classifications and a smaller percentage
in the nonspecific "other" category. The ewployed urban mothers, as
seen in Table 3, were more frequently in professional and clerical
positions and less frequently in service worker occupations than their

nonurban counterparts.
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TABLE 4

OCCUPATIONS OF EMPLOYED FATHERS AS DISTRIBUTED BY LOCALE

Urban white - | Nonurban white
Occupation n % o 2
Professional, teaéh&:, etﬁ; | 7 -21 | 6 9
Farmer, farm ianager 0 0 1 2
Hanager,‘official 6 0 2 3
Clerical 0 0 | 3 5
Sales 2 6 0 0
Craftseman, foreman 7 21 15 23
 Machine & equipment operative 3 9 10 15
Service worker 0 0 5 8
Farm laborer & foreman 0 0 1 2
Lsborer 2 6 14 22
Student: High school & college 3 9 0 0
Student: Trade schoél, on~the~
,ob 2 6 0 0
Other 7 21 8 12
Total 33 99 65 101

x* = 27.28, df = 12, p = <.01

Note.~~Percentage totals do not equal 100 because of rounding errors.
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TABLE S

OCCUPATIONS OF EMPLOYED MOTHERS AS DISTRIBUTED BY LOCALE

‘Urban white Nonurbas white
Occupation o % n g
Professional, teacher, etc. 5 21 1 2
Manager, official" : o 0 1 2
Clerical : | 12 50 8 20
Sales 1 4 0 0
Craftéman, foreman 0 0 3 8
‘Hdchiné & e@uipnent oéerat1§e 0 0 3 8
Private household worker 0 0 4 10
- Service worker 5 21 20 50
Student (trade school, on-
the-job) 0 0 1 2
Other 1 4 1 2
Total 24 100 42 102

x? = 20.76, df = 9, p = <.02

Note.—-The nonurban percentage total does not equal 100 due to rounding
errors,

It was noted earlier that the percentage of black mothers working
outside the home was significantly greater than that of white mothers.
This finding could be relsted to a racial difference in the percentage
of mothers who "have" to work because there is no father in the home.
Table 6 indicates that such was not the case however. It presents

the breakdown of two-parent and mother-only families by racial subgroups
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and sﬁows that there was néisiSnificaht telationship betweeﬁ raéiﬁl
subgroup und parents }n the home.

' TABLE 6

RACE COMPARISONS OF TWN~PARENT AND MOTHER-ONLY FAMILIES

| _ White urbans B}gck urbans
Parents present in home n oz . s 2
Both parents 35 54 R T R 1
Mother only 30 46 31 39

Total 65 100 80 100

% = .53, df = 1, p = 47

Next, for cases in which appropriate data were available, it
appears that maternal employment was not relatéd to parents-in-the-
home for either white or black children. Table 7 presents the mater-
nal employment status findings. It can be seen that the percentage of
employed mothers was not significantly related to whether or not the

father was present in the home.
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| TABLE 7
MATERNAL EMPLOYMENT STATUS AS RELATED TO PARENTS-IN-THE-HOME

LIV

_ - Mother employed - Mother unemployed
Parn_mts ins the home | U a ¥
White urbans
B§th pa:enis Y . 44 15 56
Mother only | 12 48 13 52
x% = .000, df = 1, p = .98
Black urbans
Both parents 24 69 11 31
 Mother only 18 78 5 22

x* = 257, d£ = 1, p = .61
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CHAPTER 2

RATING SCALES

Child Ratings
- Ratings of each child were made by bis teachexr. The 43 items of
this rating scale are presented here for the convenience of the reader.
The firsc 40 use the same type of rating. They are. as follows. .

1. Tries to be with another child or with a sroup.
2. Keeps trying even if something is hard to do.
3. Prefers to be by himself; wants to be let
alone. _
4, Gets in a temper if ha can't have his way.
S. Loses interest and doesn't finish a puzzle,
game or painting.
6. Is kind and sympathetic to someone who is
upset or in trouble.
7. Likes to take part in activities with others.
8. Works a long time with a form board, puzzle,
or other "achievement" toy, trying to complete
it or get it right.
9, Watches others, but doesn't join in with them.
10. Gets impatient and unpleasant if he can't have
his way.
11. Forgets a job or errand he started, as his .
mind wanders to other things.
12, Tries to make life easier for others; doesn't
want to hurt them,
13. Enjoys being with others.
14, Pays attention to what he's doing; nothing
saems to distract him.
15. Plays by himself rather than with others.
16. Pushes, hits, kicks others.
17, Gets distracted from what he's doing by what
others are doing.
18. 1s willing to share candy, food or belongings
with others.
19, Seeks others out to get them to play with
him or join in an activity.
20. Sticks to something he starts until it is
finished.
21. Goes off by himself when others are gathering
to dance or play together.
22. Gets angry when he has to wait his turn or
share with others.
23. His attention wanders from what you're
telling him.
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25.
- 26.

27.

28.

29.

30.
31.

32,
33.

34.
35.
36.
37.
38.
39.

40.
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Tries to help when he's asked.

Goes up to others and makes friends; doesn't
wait for them to come to him.

Quietly sticks to what he's doing even when
others are making nnise or doing things '
nearby. ,
Tends to withdraw and isolate himself, even
when he's supposed to be with a group.
Sulks, gets resentful, and won't do things
he should.

 Goes from one thins to another. quickly loses

interest in things. ,

Awaits his turn‘willingly,

Follows directions and commands given by
teacher. '

Expresses his nseda by words or gestures.

Has 8 hard time working with a group on a
group activity.

Seems to notice. feelinss of cthers.

Uses imagination in his play.

Follows rules of behavior set by teacher.
Speaks soothingly, pats, or otherwise comforts
a child who is hurt or unhappy.

Is curious to find out about things and peoplec
and events.

Tries to overcome obstacles and difficulties
by himself.

Likes to have help even with easy things.

These items are rated according to the following scale: (1) almost

never; (2) sometimes; (3) frequently; (4) almost always.

Three items, related to routine self-care, utilize other scale

point definitions. They are:

41.

42.

Which best descridbes child's toileting behavior?
(Please check)

1. Does not make needs known

2. Expresses needs but has occasional
accidents

3. Expresses needs; avoids accidents,
but needs some help

4. Uses toilet without help

How does child manage with dressing?

1. Cannot manage any clothing

2. Can manage most clothing except
zipping and buttoning

3. Can dress self except for tying
shoes

4. Can dress self completely
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43. Can child wash face and hands?

, 1. Cammot wash face and hands

2. Can wash face and hands with
help , o )

3. Can wash face and hands without

help

An additional item, which will be separately considered else-
vhere, asks the teacher, "What three or four siﬁslé words best
describe this child to you?," and provides spaces for the teachers'

descriptive words.

Aduinistration

The payeﬁoméﬁristg r§ported that :hé teachers were, for the most
part, very cooperaﬁive in éompleting the Child Ratings form. They
stressed, however, that the fétinss may not aslways accurately reflect
the child's béhavior. Many teachers evidently interpre:ed an evalu~
ation of the child as an evaluation of the teacher. Desiring to be
judged a good teacher, a teacher may have, unwittingly or even
knowingly, slanted her ratings in the direction of a "look good" or
a socially desirable response,

It must be acknowledged, then, that this possible impediment
to the validity of the ratings exists in the present sample to an
unknown extent. This factor would operate to skew ratings spuriously
in the good, socially valued direction. Another previously discussed
factor, that of possible Lias in the sample toward the "good” children
being disproportionately represented, would have the same effect.
Another possible source of bias (also previously discussed), the
possible overinclusion of "worst" children, would influence the

ratings in the opposite direction.
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Findings |

Diggfibggigg ofggggggg, The fifst 30’rati§gs df tﬁe scale afe ﬁhoéé
of Schaefér and'Aaronsén (no date). Repreéénted are six characteristics
or fraits, each comprised of five ratings. The six characteristics are
ex::é&érsidﬁ, :gsk{orientation, in;rovefsion, hostiliﬁy;_distractibility,
and considerateness. The distribution of thé scores fdr these sixl
characteristics are presented in Figure 1. Inssmnhh?as'é scbfe for a
:rait_rcpresen:s the sum of five ratings of from 1 to 4 each, the total
~score has a possible raﬁse of 5 to 20.

Thirteen supplementary ratings are single items specifically designed
for the Day Care Inventory. Tﬁe distributions of 10 of these items, whieh
are rated from 1 to 4, are presented in Figure 2. Figure 3 presents
the distributions of the remaining three supplementary items, which
‘involve routine self-care skills.

It can be seen from Figures 1, 2, and 3 that the distribution of
many ratings was considerably skewed, while some traits yielded more
normally distributed ratings. Many of these traits can be assumed on
theoretical bases to be normally distributed (a bell shaped distribution,
mounding in the center and diminishing toward each extreme). The
following are various reasons which might help to explain why some of
the distributions departed from expected normality:

a. The rating judgments were strictly objective and reflect the
behavior of the children, but the children in the sample represent a
blased or skewed sample, hence the skewed ratings.

b. The rating judgments were not strictly objective and have
been biased toward one extreme or the other by factors unrelated to

the behavior of the children.
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Figure 1. Distributions ot the scores for the characteristics assessed
by the Schaefer and Aaromson ratings.
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¢. The items :hemselves do not adequately represent the traits
or behaviors :hey are supposed to assess.
| At present. it is not possible to 1dentify theAréasons for skewnesa
which occurred in the ratinsé. aithough 1:5 prééenﬁe eussesté céitain
racommendations, présented at the end of ;hé chapter, resardiﬁd the
fu:ure use of this ratiag Acale.

It is also recognized that markedly skewed disttibutions are

| hazards to straightforward data analyses. Hany conventional statistical’“ |

- tests, such as the t-test for differences between means, assume normality
~of diétribution. Conclusions based upon such tests are invalidated or ‘
vitiated to the extent that the distributions depart from normality.

In some cases, however, alterpate tests or mathematicél data trans-
formations are possible so that greater confidence can be placed in
the analyses.

Subgroup Analyses of the Schaefer-Aaronson Scores. Means and
standard deviations for the six Schaefer-Aaronson traits (extiaversion,
task orientation, imtraversion, hostility, distractibility, and
considerateness) are presented in Tables 8-13. Findings for the total
group and for the age, sex, and race subgroups are given, together
with the probability (p) of the subgroup differences being due to
chance. From these tables it can be seen that the scores have
satisfactory variability, very small standard deviations would have
indicated that the scales were insensitive to differences among
individual children.

The findings for the three age subgroups indicated, first of all,

significant age differences in task orientation, an increase with age,



| TABLE 8
SUBGROUP MEANS AND STANDARD DEVIATIONS FOR THE
| EXTRAVERSION RATINGS

pe
83

Group . . Mern

All children 273 | 15.3 3.4
Age: 3 65 14.4 3.7

4 ' 135 15.6 3.3

5 ' 73 15.3 3.2

Sex: Male 140 15.1 3.7

‘ Female - 133 - 15.5 5.4
Race: White 70 15.5 5.3
Black a3 16.1 3.9

TABLE 9

SUBGROUF MEANS AND STANDARD DEVIATIONS FOR THE
TASK ORIENTATION RATINGS

Group NRorn X 1))
All children 272 12.8 4.1
Age: 3 64 11.2 3.8

4 137 12.7 4.1

5 71 14.2 3.9

Sex: Male 138 12.3 7.7
Female 134 13.3 8.0

Race: White 70 13.6 7.3
Black RO 12.7 11.6
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© TABLE 10
SUBCROUF MEANS AND STANDARD DEVIATIONS FOR THE
INTROVERSION RATINGS

Group Nora X SD B
All children 270 8.3 3.3
Age: 3 T 64 9.0 3.4
4 ‘ 137 8.1 3.5 ns
5 - ' 69 8.1 2.9
Sex: Male = 137 8.5 - 1.6 ns
"~ Female ‘ 131 8.1 8.9
Race: White 69 7.6 9.3 s
Black 79 8.8 10,7
TABLE 11
SUBGROUP MEANS AMD STANDARD DEVIATIONS FOR THE
HOSTILITY RATINGS
Group Norna X SO )]
All children 275 9.2 4.0
Age: 3 63 9.4 4.1
4 140 9.0 4.1 ne
S 72 9.2 3.9
Sex: Male 140 8.8 5.8 <.10
Female 135 8.5 7.3 *
Race: White 71 8.9 5.5 ns
Black 83 9.5 8.4
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TABLE 12
SUBGROUP MEANS AND STANDARD DEVIATIONS FOR THE
DISTRACTIBILITY RATINGS

Croup . Nora X SD 'y
All children 270 10.1 3.9
Age: 3 64 11.6 4.2

. & 135 9.8 3.7 <.01
| S 71 9.5 3.6

Sex: Male 139 10.7 7.3 10

' Female 131 9.5 8.8 *
Race: White 69 9.6 8.8 s
TABLE 13
SUBGROUP MEANS AND STANDARD DEVIATIONS FOR THE
CONSIDERATENESS RATINGS

Group - Norn X SD 2
All children 265 14.1 3.5
Age: 3 64 13.7 3.2

4 134 14.3 3.7 ns
5 67 14.3 3.6

Sex: Male 136 13.4 8.5 18

Female 129 14.9 8.0 *

Race: White 70 13.9 8.0 8

Black 77 14.6 11.5
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and iﬁ.distr§¢t1bility.}g decrease with age. ,Tﬁese differences are
to be éxpected for the developing child, and hence ﬁhey contribute
to confidence in tbe.valiaity‘of these gcales. Two other tfaits.
extraversion énd‘considérateneéé, showed ésé trends which could
also bé éxpecte&. but the differences ahon§ the groups did not reach
the .05 level of statistical significance. The reﬁainiﬁs traits,
-1ntroversion and hostility. ahnwed no age-related differences.
Tnasmuch as hostility 1tems reflect hitting behavior, avert display
of temper, etec., one would have expected a decrease in the hostility
raﬁings with age. The.ﬁnstility ra:ins#, hoééfer. ﬁﬁfe vetyllﬁw to
begin with, suggesting that, among many possible alternatives, (a) the
sample children may have been a particularly "nonhostile” group or
(b) a display of hos:ility is relatively infrequent for all day care
| children and not related to the age of the child.

Sex differences in these ratings showed only one statistically
significant difference: males were rated higher in hostility than
females. This finding is consistent with considerable previous
research. Trends toward sex differences in distractibility (males
higher) and in considerateness (females higher) were also found and
are consistent with expectations. Ratings for the remaining three
traits (extraversion, intraversion, task orientation) indicated no
tendency toward statistically significant sex differences.

No race differences were expected or found for these character-
istics.

Subgroup Analyses of Scores on the Supplementary Ratings. The

thirteen single supplementary ratings were each analyzed by the chi-~

square technique for possible age, sex, and race differences. A
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Sunmary 6f the significaht.findings'and trends appearins in these analyses ,
is presentéd in TaSle 14, |
TABLE 14
| SUMMARY OF COMPARISONS WITHIN THE SUBGROUPS FOR THE
SUPPLEMENTARY RATINGS

Rating (abbreviated
in some cases) P Direction of difference

Age comparisons

Dresses self <.001 3<4<5
Toilets s§lf <;01 3<4=5
Washes face and hands <,01 3<4<5
Likes help <.01 I=5<4
Overcomes obstacles by self .08 3<4<5
Notices others feelings .10 3<44<5

Comforts other child .11 5<4<3

Sex comparigons

Follows rules of behavior <.001 ' males<females
Comforts other child <.001 males<females
Notices others feelirgs .04 males<females
Follows directions of teacher .09 males<females

Race comparisons

Is curious .02 whites<blacks
Uses imagination in play 06 blacks<whites
Comforts other child .07 whites<blacks
Overcomes obstacles by self .08 blacks<whites

Dresses self .08 blacks<whites
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ReggtdinsAage differehces, £ohr-1tems sh@wﬁdisisnificant :esuits.
Raﬁings on‘the three self-hélp items (dressing,‘toilefins and aﬁshing)
increased with the aSe of the child.‘ On the fourth item, likes ﬁo
have help even with easy things; :hé 4-year-olds were rated as more
independent than the 3~ or 5~year-olds,'who were not rated és signifi—

cantly diffgrent. Three trends toward significant age differences
| apﬁe#reigA One suggésts #n incréasingvability to ovetcdnﬁ oﬁe:&éie& i
self-reliantlf. The remaining two trends show a paradoxical comparison.
6n the one hand noticing the feelings of 6thers seems to increése wiﬁh
age, but on the other comforting a hurt or ushappy child seems.to decrease
wifh age. |

Sex differences appeared in relation to girls' greater compliance

with authority. They had a significantly higher rating for following
| rules of behavior set by the teacher and showed a trend toward a higher
rating for following directioms and commands givenr by the teacher.
Noticing others' feelings and comforting & hurt or unhappy child were
also behaviors rated higher for girls than for boys, a trend which is
in keeping with societal sex roles. These sex differences are consistent
with previous research (see Mussen, 1970).

Race differences produced only one finding significant beyond the
«05 level. Blacks were rated as more curious to fiﬁd out about things,
people, and events. A trend appeared, however, in their being less
imaginative in their play. 1Two trends related to dependence on others
for help (overcoming obstacles and dressing self) suggested that black
children more frequently need or accept such help. A final trend
indicated that black children more frequently comfort a hurt or unhappy
child.
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.The-findingg frqm‘thesgveupplemgntary single item ratings should
be regarded as interesting leads for further investigation. Single items
themselves are rarely of sufficient reliability to warrant firm confidence

in results based upon them.

Examiner Observations
The psychometrists used the Examiner Observations rating scale to

. rate each of the chilﬁren they worked with on 13 bipolar items which

tap a child's response to assessment situations Each item on the

Examiner Observations scala has a ﬁ-point ratins systen which omits

the neutral midpoint and s 6e£iaed by its polar oppoaites.

are as follows:

‘The items

1. Came with examiner readily V8. Very resistant to coming
with examiner
2. Friendly and outgoing vs. Reserved, shy
3. Comfortable throughout vs. 111 at ease throughout
testing testing
4., Cooperative, tries to vs, Negativistic refusal
follow directions
5. Pays close attention vs. Easily distracted
6. Persistent vs. Cives up easily or can't
give up (specify by
underlining)
7. Eager to continue vs. Seeks to terminate
8. Challenged by hard tasks vs. Prefexrs only easy tasks
9. Speed of response very rapid wvs. Speed of response very
slow
10. Speech: clear, easy to vs. Extremely difficult to
understand understand: mostly
unintelligible
11. Talkative: verbalizes a VS, Taciturn: talks very
good deal little
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12. Motor activity: overactive = vs. Underactive -

13. Guéssing: a great deal vS. Resists guessing

~ Some of the items not only rate a Specific behavior but also combine
to assess a more global eharacteristic. The sum of the first four yield
a social compe:ence score, and the sum of the second four yield a task

competence Score.

Adﬁinistration ‘ |

For the must part the psychqmetrists felit able to utilize the Examiner
Observations ratings without difficulty. They stressed that these ratings '
nust be ma&e immediately after working with a child while impressions
" are freéh.- Critiques of two items were specified: the "challenged by
hard tasks" item was identified as an inappropriate cne in a case where
no task is hard for the child, and the "speed of response" item did not

"specify the type of responses upon which to base judgment.

Findings

pDistribution of Scores. The distributions of the Examiner'Obser-
vations scores are presented in Figures 4, 5, and 6. Figure 4 shows
the distributions for the first four ratings together with the distri~
bution of the social competence score (which is obtained by summing
these four ratings). Figure 5 presents the distributions of the task
orientation ratings: the four component ratings and the global task .
 orientation rating of which they are components. Distributions of
the five additional ratings are presented in Figure 6.

The great majority of the distributions were markedly skewed

in the "best” direction. Only three (speed of response, motor

-



-3 -

qaagsou. anoj €31 puw Sutiex avusisdwod [e}I08 aYI 10] UOCTINQEIILIG ‘9 IanBya

BujDJ adualadwod |0jI0G ‘@
24028 |DJO)

91 Gl b £ 21 1l O 68 L9 S b
¢

71 3

5 =4

_ Q

g1 9 ]

. 12
‘ 49UWIDXI
uoljpiedoo) P Buysay Bupnp Jao§wo) 9 £4111901205 ‘q Yim ob o} sseupoay D
Bupny Bunoy bupoy Buiioy
, |psnjaa  Jnoydnoiyy aspd Bujobino Ays KA|ppai JuDjsIseds
uolDIBadooD SNSIADDSN aaDlIojJwWo) D |11 Ajpuslig ‘pansesey  awD) Kiop
y €& 2 1 3 2 1 b 2 1 b €2 |

‘ [Tty * : =l | r_ a p ¢ &
- _ m.. e 3
o rA] o o
” = = -4 =z
1 z*® a8 o g z& s 5




.nucoaog_u inoy 837 pue Bujiwa acusiadwod REwWI IYI 20j UOTINQEIINEQ ¢ dandyz

BuyDa 3dusjedwiod %sD] @
21098 |040}

9l G bl € 21 Il 016 8 L 9 S b
, , I L T O
111 : : ] _N_ m__u.._ T € EE
6 Ly @ W
3 3
b |
t
KiiNo1331p %S0} O} asuodsay P SNUKLOD O} $SIUIODT O 80Ud|S|3404 ‘Q SSUBAIUBYLY D
. buyoy | Buiioy - Bunoy Buiioy
$YNSD} PADY 88D} ASDO®  BNUIUOD  IJDUNUIIA} K|i1sDd® uolueid pajoDaisip
Aq pabuaiioy)  Kjuo siajeud 01 ;003 - o) GBS  JudisIsiad dn saAl9 980} sAng Aiiso3
vE21_ 0 _y D.mﬂ v £ 2 . v _wmuu
~ S i1y = R &
l | L t
_ a L a _| 6% a a
RE 2 || s & s 3
| w...v _ |




- 35 -

-areos Buyiel SUOYIVAISSQQ 2JUIWEXF YL U0 SWAIT IA]j ISE] Y] 10} SUOTINQIIISIA ¢ auswﬂw

!...325 ‘9 K}IA1400 100N P
| bunioy buyioy
Buissend jo Buissenb
|D9p 308D v sisisey BAHODIBA0 SA|IODIBPUN
v € ¢ L ' € e |
R LI &®
) Q L o
L€l g ol
v = ve 92 m
¢ m 44 W
| .333:3_8.6 | yseadg q asuodsea jo peads ‘D
| h Bunoy | Bu|iby BuiiDYy
" joep poob 81411 AJoA puobisiapun pidoJ MOiS
D SHI0L sNDL 408() o4 #NdiIA Kisp K19/
v € @€ | N b € ¢ | b € ¢ |
1 C & | Ly R _N,.-
o 21 % ° g
| , o ] o 6l
| =4 = G2
eg 2 <
St s & & E

as

UaJpPIIYD J0 %




activiti, and amountAof‘gﬁsesingi did‘uot 1nd1cate ;hisAskéwngss.’AThe
possibility grows wﬁre firm that :hevssméle was saturated with childreh
who'were socially skilled and able to function well in a testing situation.
Other possibilities exist. of course, but seem 1689 likely. It might be
suggested, for example, that the examiners’ skill and ability led to

these markeély "successful” ratinsé or tha:. in their desire to be judged
good psychosecrists, :hey knowingly or nnkncwinsly 1nf1&ted their ratings.
it 1s my opinion, however, that the yrofesaicnal psychnmntris:s were mature,
: experienced. and skilled to the extent thac there is little reason to

| aceept the latter possibility and that no anount of skill on the part of
psychomatrists could lead to these sorts of ratings for a normal distri-
‘butdon of children.

Age, Sex and Race Comparisons. necaﬁse of the skewness in the
distributions subgroup comparisons for each examiner observation and the
two global scores were based on chi-square analyses of the scores
rather than orn t~tests and F-tests for differences in the mean scores.
Table 15 presents a summary of statistically eignificant subgroup
comparisons (those with a probability of less than .05) and of tremnds
(in this case, those findings with a probability between .05 and .20).
These two sorts of findings are grouped separately for each subgroup
comparison. Inspection of Table 15 indicates that a large number of
ratings showed age differences, while sex and race subgroup comparisons
yielded fewer significant differences. The findings regarding age
differences impart some confidence in the ratings; one "expects” these
findings for the most part. The three ratings which did not ahow age-
related differences (comfortable throughout testing, talkative, and
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_'motor éc:ivicy) mish; also have been éx?ected coléhow‘ase differences but
did not.
TABLE 15
SUMMARY OF COMPARISONS WITHIN THE SUBGROUPS
FOR EXAMINER OBSERVATIONS

Rating name (abbreviated
in some cases) . -]  Direction of differemce

Age comparisons

Cooperative <,001 3<4<5
-Pays close attenticr. - 4,01 3<4<5
Persistent <.01 3<4<5
Eager to continue <.01 3<4<5
Challenged by hard tasks - <, 01 3<4<5
Speech easy to understand <.001 3I<4<5
Guessing <.02 3<4m5
Social competence <,001 3I<4<S
Task competence <.02 3<4<5
Came readily .12 3<4<5
Frieadly and outgoing .12 I<4<5
Speed of response .09 IK4m5

Sex comparisons

Speed of response W17 nales<females

Eager to continue .07 males<females

Race comparisons

Pays close attention .05 blacks<whites
Speech clear <.001 blacks<whites
Cooperative .19 blacks<whites
Talkative .10 blacks<whites
Overactive 14 whitaes<blacks

Sex differences were scant. Only two trends appeared: males were

less eager to continue and less rapid in response. More sex differences




could have been expected on the basis of the xirls suppesed edge in
social skills, verbal facility, etc., at these ages.

Race comparisons, about which it was difficnlt to make any prior
predictions, yielded some differences which suggest :hat the black
children were somewhac harder to work with (poorer attention, speech
hdrder to understand, etc.). Further analyses may deternize whether

racial mix and match in child-examiner dyads relate to these findings.

Recommendations

For further work with Child Ratings and Exsminer Observations the
‘following recommendations are made:

a. In further wﬁtk, all childrén‘from any one classroom in the
_éample should be included to the extent allowed by parental permission.
~ Possible biasing towa: overinclusion of "cooperative" children in
the sample would therefore be reduced,

b. Where possible, a Child Ratings form should be filled out by
two teachers who know the child well., Validity and reliabilicy of
ratings may thereby be increased.

¢. For the Child Ratings the definition of the scale points should
be changed. The current frequency-related scale (1 = almost never,
to 4 = almost always) should be replaced with one focusing on how
descriptive or characteristic the item is for the child. This latter
scale was suggested by Aaronson in a recent personal communication:

1 = not at all like, 2 = very little like, 3 = somewhat like, & = very
much like. It reportedly has been used extensively by Aaronson and
Sehaefer, and, being more successful psychometrically, has replaced
their earlier frequency-related scale, which was adopted for the

Inventory.



d. llh txémiﬁe: 0baeiva:1eﬁs two rétinsa..SpeedAéf verbal respnnsé
and speed of motor responsé, should be shhstituted for the ambiguous

rating of speed of respbnse. ”
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CHAPTER 3

noc.ANn BONE

Ths Dog and Bone component of the Day Care Inventor) is 3 measure
designed by Banta (1970) to assess a ehild's ability to generata innova-
~ tive, alternate solutiona to problems. The child is seated at a board
vith a house near each ébrn#r. A toy dog is placed on the child's side
of the board;. di:ectly 8cross fram the dog is placed a bona. The a:aminer
points out the houses, dog, and bone and indicates with his finger two

. routes by which the dog can get to the bone. Upon completion of the

" demonstration, the examiner asks the child to "take the doggie and find
another wvay, a different way, for him to get his bone." Tenm such trials

are presente§ to the child.

Administration

The psychometrists were enthusiastic in general about this measure
and its placement as the first item to be administered. Thecy felt 1t
wvas a good ficebreaker and that it was an enjoyable, nonthreatening task
for the child. The nonverbal nature of the required response was cited
as a distinct asset for an initial task in an inventory which requires
verbal responses on the majority of the measures.

Regarding the instructions given the child, some psychometrists felt
that the demonstration items should involve actually moving the dog to
the bone, as the child is later asked to do. Current instructions,
adapted directly from those of Banta, call for the examiner to demonstrate

by moving his finger across the board.
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One psychometrist questioned the peed for 10 trials. ﬁe felt that
a smaller nunbet of trials misht be sufficient for a child to demonstrate7'
versatility in finding alternate paths while at the same time saving a
-child who is unable to achieve much response variability from repetitiouQ
prcduced frusttation or boredom. Othar psychnuatrists felt strongly that
10 trials were essantial to bring out individual differences iu the.ability
to do the Dog and Bone taak
Recording the child's response was reported to be easily done. Sut; -
“You had to know ahead what you were doins and you had to pay elese
attention to doing it tisht Y- Thus prior trgining and practice sgens‘
essential. |
One psychonetriaﬁ‘susgested that a smalle:'board misht be provided,
especially for younger children, some of whnm he felt bad difficulty
" reaching across the board Other psychonatriets reported they had been
able to vary placement of tbe board (nearer the child or on the examiper's
f lap, for exanple) to overcome any difficulties related to the span of a
young child's reach.
Finally, one examiner, who evidently had had a close call with some
very active children, suggested a spare dog be provided in case of
breakage.

Scoring

Banta's system for scoring the child's responses credite each dif-
ferent path produced by the child and gives additional credit for complex
pathways involving crossovers and reversals in the route. This system.

was utilized in scoring the present data.
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Another seoring system was also adopted. and the two are compared 1n"
the following sectxon. The second system givea credit wban either the
dog's path or mode of movegsnt is varied. This second scqring systen |
also includes the modification of giving no extra credit for path
crossovers and reversals, the judgment of which seemed difficult for
scorers and is thus a possible source of some nnreliability of scoring

This uodified scoring system was developed on the basis of obser-
vations durins the pilot testins of Dog and Bone. It was nated at :hat
| cime“tbat children occasionally varied the movements of the dog in 1its
prugress'té the boﬁé_(e.g;;;ralling,‘head over ﬁéil,”juﬁptng, bouncing
on his‘hea'd)“. The modifiec scoring system which credited these variants
- was based on the hypothesis that these behaviors also reflect imnovative
bebavior.

The reliability of scoring was assessed by measuring the percent
of agreement on the scoxring of each trial in 25 protoéols by two indep~
endent scorers. There was 92% agreement in the Banta scoring and 94%
agreement in the modified scoring. This mode of assessing reliability
(trial-by-trial) is a stringent one. The more usual mode, that of
correlating total scores of the two scorers, yielded correlations pear

.98,

Distribution of Scores
Dog and Bone was administered to all 282 children. The total
score ranged from 0 to 25 for both the Banta scores and the modified

scores. For the Banta scores, the mean was 5.63 and the SD was 4.39;
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for the modified scores the mean was 6. 52 and the SD was &4.64. Thné,
both scoring systems yielded good, and approximately equal. variability
of scores. The distributing of bo;h the Banta and modified scores are
presented in Figutel7. These distributions are seen as.scmewhat-sgewad
toward the low end of the scale; the bulk of scores were between 0 and
10, and few children achieved scores in the 11-25 range. Both scores
:hus had mo:e'“top" (range and differentiation among high scores) than

“bottom" (range and differentiation among low ecores).

Suhg;oug‘Analyses of Scores

~ Analyses of variance and t-:es:s were conduc:ed to 1nwestisate |

possible ase, gsex, and race differences in total scores. Table 16 _
presents the findinss related to these analyses of subsroup differences.

- It can be seen from Table 16 that there were highly significant |
age differences in both scores (_,6 9.35, df = 2/279, p = <.005 for the
Banta scores; F = 10.49, df ~ 2/279, p = <.005 for the modified scores).
‘ Tukey’s tests subsequent to these analyses indicated significant dif-
'ferences between each age group's mean (3<4<5 in each case). Inasmuch
as immovative behavior can be expected to incr:ase with age, these
Qturdy age~related findings are supportive of confidence in this
measure.

There was no significant sex difference in the Banta scores (¢t =
1.51, df = 280, p >.10). The sex differemnce in the modified scores was
significant (¢ = 2.06, df = 280, p <.05): the boys achieved a higher
mean score than the girls. The issue of a possible sex diiference in
creativity-related abilities is a complex one, but the research liter~

ature suggests that when a sex difference is found, males are more
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|  TABLE 16 |
scncnwp MEANS AND STANDARD DEVIATIONS FOR
"~ THE DOG AND BONE TOTAL SCORES

Banta total s&okg Eodified total score
‘Gtenp ~ Norn R }E. 5 <D «2‘ -
All ebildren 282  5.63 4.42 6.52 h.4b
Age: 3 66 3.89 3.41 470 3,76 |
4 182 5,70 4.46  <.005  6.58 4.39  <.005
5 7% 7.0 4.67 ' 8.05  4.68
Sex: Male 143  6.04 4.76 7.06  4.76
| | 5,10 <.05
Female 139 5.21 4.00 5.97 411
‘Race: White
urban 73 6.38 5.1t 7.48  4.97
>.10 >.10
Black

urban 86 5.63 4.07 6.52 4.23

frequently found to surpass females in these abiiitiee. Thus, 41f any
'sex difference were to be prédicted on the Dog and Bone compoment, the
prediction would be in the direction of higher scores for malss. From
‘the findings obtained in this sample, the Banta scores would not support
the prediction, whereas the modified scores would. The modified scoring
system is thus seen as more sensitive to sex difference. Whether the

sex difference reflected is in the realm of creative abilities is a
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judgment which must await validation of the modified scores as repre-
‘senting creative behavior rather than other sex-related behaviors.
A final subgroup comparison concerns possible racial differences in

the Dog and Bone scores. MNome were predicted and none were found.

' Correlation Between the Banta and ﬂodig;ggf8c0r1n§_§z§tems

‘Inasﬁﬁéh as two scoring syﬁtems were utilized, it is appropriate
to éssess how closely correlated the two‘systehs are. In addition to
thg findi@sé of s;milar ranges of chres gnd the l-point differencg
in mea# scores of the two scoring systems shown in a p:eviﬁqs sectiom,
thé ﬁﬁn éystems y#élded a cc:rélation of .9%. This correlation is
very high and}suggésts that both scoring systems meéasure the samé thing
to a high degree. Ordinarily oné'type of score would be expected to
"do as well" as the other, so it is somewhat surprising to f£ind, as
was presented in the preceeding section, that sex difference was found
significant with the modified score and nonsignificant with the Bants
score. It is tentatively suggested that whatever variance the two
scores do not have in common is variance related to a sex difference

of some sort.

Relationship of Scores to Selected Ratings of the Child

To shed light on validational issues, the Dog and Bome scores were
analyzed in terms of their relationship to selected ratings the teachers
made of the child's behavior in the day care center and to the ratings
the examiner made of the child's behavior during the administration of
the Inventory.

Of the six single~item ratings by the teacher which were selected

for analyses, three were related to the issue of convergent validity
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("Does the component measure what it says it measureé?”). vThsf 1nwol§§d-'
behavior assumed to be similar, although by no means identical wiih,‘
innovative behavior. These three ratings were (a) uses 1masinatio§ in
his play, (b) tries to overcome obstacles and difficulties by hﬂn&eli,‘_
and (c) is eurious to find Lut about things and people and events. The -
' three other ratinss were :elated to divergent validity'(indicatias
that a test is not relate‘dv to what it should not be related to). They
involved behaviors assumed to have no relationship to innovative béhavinr.
These ratings were (a) follows direntions and commands siven.by the
teachet. (b) fnllows rules of behavior set by the teache:. and {c). likes
to have help. even with the easy things. (It could also be arsued that
the last ratins should be negatively related to innovative behsvinr.)
Because the child ratinss were on a scale which tansed only 4
points and because many distributions were skewed to an extent to make
| 'cofrelational analyses undesirable, analyses of variance were utiliced
vto exploré the relationships between Dog and Bone acores-aad the six
items selected from Child Ratings. The results are summarized 4in
- Table 17. It can be seen in Table 17 that the three ratings predicted
to be related to Dog and Bone scores were found to dbe so and that the
three ratings presumed to reflect behaviors irrelevant to fhe scores
were indeed found to be unrelated to them. Inspection of the means
in the cases where significant results were obtained indicates that
children who were rated lower (1, almost never, and 2, sometimes) on
uses imagination, is curious, and overcomes obstacles had lower Dog
and Bone scores than did children who were rated higher (3, frequently,
and 4, almost always). These {indings contribute, albeit in modest
fashion, to confidence in the validity of Dog and Bone as a measure
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" TABLE 17
SUMMARY OF ANALYSES OF VARIANCE FOR DOG AND BONE

SCORES AND SELECTED CHILD RATINGS

Banta scere Hodified_scbre'
Rating = & F ¥ 3 X E P
~ Uses imagimation: 1 4.6 o 4.8 o
' 2 3/225 4.3 3.55 <.01 $.3 4.93 <.01
3 ) 506 - . - 6.3
4 6.8 8.0
Tries to overcome 1 5.9 6T
obstacles: < 3/276 4.7 3.06 <.05 5.6 3.08 <.05
: : 3 \ 6.4 7.4
[ 6.4 7.3
Is curious: 1 3.8 4.8 *
: 2 3/277 5.9 2.61 <.10 6.6 2.99 <.05
3 500 508
\ é 603 7-3
Follows direc- 1 5.2 6.8
tions: 2 3/273 5.4 .39 ns 6.4 .08 ns
3 5.4 6.4
4 6.0 6.7
Follows rules: 1 5.2 6.8
2 3/275 5.6 .03 ns 6.6 .02 ns
3 5.6 6.5
4 5.7 6.5
Likes to have 1 5.9 6.7
help: 2 3/27¢6 6.1 2.53 ns 7.0 2.29 ns
3 4.0 5.0
4 5.6 6.7

Note.~-Ratings based on following scale: 1 = Almost never, 2 = Some-
times, 3 = Frequently, 4 = Almost always.




of inﬁovativg behavior. It is also noted that wﬁen ﬁhe résnlts via
two scoring systems are compared, the modified'sfstem appeats-élightly
more robust, yielding higher F's whére significant ralatianships<weré -
predicted and lowér E's where they were not.
Additional correlational analyses were performed to determine
Apussible relationships betwaen Doy and Bone scores and examiner
ratings and other ratings made by the teacher. These are the esaniner'a 
ratings of task competence and social competence and the teachsr 8
ratings of task orientation and distractibility. These ratings all
represent sums of a8 mumber of component scales and are more fnlly dis~- .
cussed in Chapter 2. Banta raported correlations of‘Dog and  Bone with
examiner ratinss of task ccm#etence and social competence based on
scaleé'similar,althohgh nothidenticsl. to ours. He reported a correla-
tio# of .26 with gocial competence ratings and in:efpreted his finding
- as giving support to the view that the social psychological context of
the testing situation is related to the child's producing creative
:solutions to problems. He found a correlation of .10 with task com-
petence. Table 18 presents the findings from the present study's data. ~—
The major interpretation placed upon these results is that all rela-
‘tionships represented are either nonexistent or slight. Even the
coirelations which are significant in a statistical sense (a function
of N) demonstrate minimal relationship in a real semse. There is
thus little variability in Dog and Bome scores which is relsted to the
bghaviore reflected in these ratings by teachers and examiners. The
‘strongest correlations are with social competence (.18 and .17), but
they are lower than that reported by Banta (.26). Whiie this partic-

ular finding may“vitiate the interpretation referred to above, it 1s
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TABLE 18
CORRELATIONS BETWEEN DOG AND BONE SCORES AND

SELECTED RATINGS BY EXAMINER AND TEACHER

Rating N Banta scofe _.deified score

Ratings by examiner:

Social competence 259 .18% | 174
Task competence 257 o el6* ' .13
- Ratings by teacher:
Task orientation = 261 J17% _ . 16%
Distractibility = 270 . =10 . -.09
*p <.05

felt that the totality of findings comtribute additional support for
the discriminant validity of the component.

- Relatiomship with the Unnéual-vses Component

Another component of the Inventory, Unusual Uses, was also selected
because of its purported relevance to creative behaviors. Briefly,
Unusual Uses, which is discussed in Chapter 4, is a measure which
requires verbal response. Unususl Uses asks the child to give as many
uses as he can for two common objects, a cup and a8 newspaper.

Since both the Dog and Bone and the Unusual Uses measure claim to
"get at" creativity, their reiationship was analyzed. The Unusual Uses
total score correlates .21 with the Banta scores and .24 with the
modified scores. These correlations indicate that the two measures,
Unusual Uses and Dog and Bone, have little in common (about 5% of
shared variance). However, they may each be assessiqg a quite differ-~

ent sort of creative behavior (generating innovative paths to a specific
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spatial goal V8. generating innovative ideas :esard:lns nonspecif ic
purposes for xtm) Additionally, the uode of innovative response

required (motoric vs. verbal) differs markedly.
Recomn tions
This component should be retained in further studies, particularly
those which w:lah to explore }’actérs -influencing innovative behaviot. ,
It is easuy adainisteted, is enjoyable for the chﬂ.dren, can be
renably ecorad, and shows robust ase-related differences. The nod-—
ified mrtns system seems to be smwhat uore eennitin 8 measure

than the original Banta system, Until there are more dsta upon which
to base a choice, bwever, both scoring systems should be retained.



CHAPTER &

UNUSUAL USES

The Unusual Uses compoment was included in the Inventory, as vas
Dog and Bone, as a ﬁeaaure-ofAQrgativitj. 1: ¢§113 for the ggné:st;on
of ideas regérdins poséible uses for two coﬁmon ocbjects, a cup and. a
néwspaper.
Examiner instructions for "énﬁ” are:
- You know what a cup is; you can use a cup for lots
of things. Tell me all the things you can think of
that you can use a cup for.r-
Instructions for ' newspaper are:
Now think about a nswspaper—-you can use & news-
paper for lots of things, too! Tell me all the

things you can think of that you can use a news-
paper for.

Administration and Scoring

The examiners reported neither particular difficulties with this
component nor particular‘enthusiasm on'their part or the children's.
It seemed a straightforward, brief, "uninvolving” compoument.

The scoring procedure provided for tallying response frequency
(e.g., drink milk, drink water, and dig in the sand with it), category
frequency (e.g., drinking utensil, digging tool), and "original"
responses.- Despite other researchers’' seeming ability to score
originality, the attempts of this study were unsuccessful, A
statistical criterion (that of a response aépearins only once in 100
records) yielded too few responses for any analyses to be performed

with them and yielded responses which two clinicians could not agree
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upon ‘as to tbeir'validity_(measurins'"origiﬁality“ rather than "bizarrness

which escapes originality"). The remaining scores yielded satisfactory

reliabilities, as assessed by percent of agreement on two independent '

scorings of 75 protocols: cup Eraqueney. 94%; cup category, 962'

newspaper frequency, 91%; and newspaper category, 953.

indings

Disgfibu:ion of Scores
. The Unuéual Useé component wﬂs‘adminis:ered to 266 children. Thata

are - six scoras to be considered: response ftequencies for cup and news-.

paper and the total (combined) response frequency; and category frequeacies
for cup and newspaper ané the cotal (combined) category frequeney.

Figure 8 presen:s che distributions of responae frequencies for
cup. newspaper,and their total. It can be seen in Fisuxe 8 that all
distributions were skewed toward lower scores and that cup had a wider
range of scores (0-~11) than did newspaper (0-8). Further, almost one~
half of the children (47.4%) gave only one response for newspaper, and

one~-third (33.1%) gave only one response for cup. The distribution of

total cup and newspaper scores showed a continuous range of 0-12 (with

one individual achieving 8 score of 17) and a less peaked distribution,
which is a function of summing the two scores which make up the total.
The mean response frequencies were: cup, 2.7 (SD = 2.0); newspaper, 1.6
(5D = 1.2); total 4.3 (SD = 2.9). The correlaticen between response
frequencies on cup and newspaper was .35. This correlation indicates
that there was a moderate relationship between the number of responses

given to the two items.
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These findings regarding response frequéncies 1nd1céte that, although
there was a considerable range in the scores, on the aﬁerage, there ﬁas
only modest response from the children.

The distributions of category frequencies are presented in Figure 9.
It can be seer that only one category was utilized by the majority of the
children for cup (73.7%) and for newspaper (56.0%). A total category
score of 2 was thus most frequént (47.4%). Again, there se&ms to be only

modest respondins reptasented in these seores.'

Subgroup Analyses of Scores | -
| Table 19 presents, for cup and newspaper frequency and the total of

both, means and standard deviations for the total sanple and the sse,
sex, and race subsxoups. Table 20 presen:s findinss for categpry frequency.
Significance levels (g) for‘:ests of possible subgroup differaaces are
‘also presented in both tablea. 0f the subsroup comparisons made, age
showed the only sisnificant relationsbip to the scores; five of these
analyses were significant, (response frequency: cup, F ;.- 14.72, news~-
paper, F -‘11.52. :étal E= 17.34. daf -2/263; catégory frequency: . news-
paper, F = 5.46, total F = 5.66, df = 2/263). Tukey tests showed a
eign@ficant difference between each age (3>4>5) for thése scores. A
sixth score, category frequency for cup, was not sigmificantly related
to age.

Sb sex or race differences were predicted or found.

- In general, these findings, inasmuch as they show the overall age
prustession which would be expected, support confidence in the
measure. However, when the results of the present study are compared

‘wi;h those reported by Peters and Stein (1966) and by Gish (1971)
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TABLE 19
SUBGRDUP HEANS AND STANDARD DEVIATIONS FOR
RESPONSE FREQUENCY IN UNUSU!L USES

Group | \ Norna X Sb P
| Cup .
All children 266 2.7 2.0
Age: 3 62 1.7 1.5
4 134 2.7 1.9 <,005
5 | 70 3.5 2.3 |
Female 129 2.6 1.9 ns
Race: White n 3.4 1.9
Black - 80 3.1 2.1 ns
Newspaper
All childres 266 - 1.6 1.2
Age: 3 - 62 1.2 L0
T4 T 134 1.5 1.2 <,005
o 5 | 70 2.1 1.3
Sex: Male 137 1.6 1.4 a8
“ Female 129 1.6 1.1
Race: White 71 2.0 1.3
~ Black 80 1.9 1.5 us
Total of cup and pewspaper
All children 266 4,3 2.9
Age: 3 | 62 2.8 2.3
4 134 4.2 2.7 <,005
| 5 70 5.6 3.1 :
Sex: Male - 137 4.3 3.1 8
Female 129 4.2 2.6
Race: White 71 5.4 2.8 s
Black 80 5.0 3.2
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TABLE 20
SUBGROUP MEANS AND STANDARD DEVIATIONS FOR
CATEGORY FREQUENCY IN UNUSUAL USES

Group | ' Noran X 8D p_
Cup
All children 266 1.2 g
Age: 3 ‘ 62 1.0 .7
4 134 1.2 .6 ns
5 o 70 1.3 e
Sax: Male 137 - 1.2 o8 ne
~ Female 129 1.2 .7
Race: White 71 1.4 .8 s
Black 80 1.3 .7
Newspaper
All children - 266 1.4 .9
-Age: 3 82 1.1 8 L
\ & T 134 1.4 1.0 . <.005
5 70 1.6 .9
Sex: Male 137 1.3 1.0 as
Female 129 1.4 .9
Race: White 71 1.6 1.0 as
Black 80 1.6 1.1

Total of cup and nmpapef

All children 266 2.5 1.3
Age: 3 62 2.1 1.4

4 134 2.5 1.4 <.005
5 70 2.9 1.2

Sex: Male 137 2.5 1.4 s
Female 129 2.6 1.3

Race: White 71 2.9 1.5 na
Black 80 2.8 1.6
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(see Vol. I, pp. 25-28), all the means are considerably lower than those
previously obtained with children of nursery school and kindergarten age.
Twvo poésibilities come readily to mind to aid in understanding these
differences. First, Unusual Uses was administered second from last in
the Inventory. Therefore, fatigue may be a factor in the lower scores.
Second, the previous investigators presented the child with an actéal
cup and nevspaper, whereas the peychometrists of this study did mot.
The presence of the actual items may have stimulated response production.
Until these possibilities are further exploted. the differences obtained
between thia and :he ewb prior a:udies, which utilized Unusual Uaes uith
children sinilar in age, cannot be intetpreted. | |

Ralationshig of Scores to Selected Ratgggs of nhe Child and to Dgg_'
and Bone Scores :

As in the céae of Dog and Bone, Uhusual Hses scores (total frequency'
and total category ftequency) were analyzed for thair relationship to
' selected ratings of the child made by his teacher and by the examiner.
The same ratings and methods of analyaes were involvad.
Unusual Uses scores bore no stsnificant relationship to any of the
single-item ratings by the teacher, neither those which might be expected
" to show a relationship (uses imagination, overcomes obstacles, is curious)
vnor those assumed to be unrelated (follows directions, follows rules,
| iikes to havé help). There were likewise no relationships between the
two Unusual Uses ecores and teacher ratings of task orientation (.15 and
.09) and distractibility (-.10 and -.09). The relationships between
Unusual Uses and examiner ratings, however, were significant and positive,
'_alﬁhoush by no means very large. There were correlations of .24 and .22
'with socisl competence and correlations of .28 and .26 with task competence.




It willlbe recalled that correlations of total response ftéQuency~
in Ungsual Uses and the two Dog and Bone scores, discussed in Chapter 3,
were .21 and .24. These correlations reflect only modest relacionship
between the two measures. These data were interpreted as indicating
that. although the two measures purpo:t to assess creativity," they
might very well measure quite differeat aspeets of creativity. The
additional findings reported in this and the preceeding see:ien sussesc
that additional possibilities should be considered. Unusual Uses,
at laést as it apﬁears in this 1nventnry, nay also be measuring fatigue
| factoxs and genersl campatence in the aasessaant situntian Further
analyses should explore the rela:ionship becwaen Unusual Uses and measures
| of verbal ability and‘ve:bal fluency‘since it may also relate to these
variables.
smg' and mmm
Uhusual ﬂses can be administered with ease and scored reliably
(except for originality). The relationship of scores with age and the
lack of relationship with sex and race suggest that this component
assesses a cognitive skill. However, further work should explore more

precisely the issues of what this component measures and how its results

are influenced by its placement in the sequence of Inventorj components.
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CHAPTER 5
THE m—spr.smoam CUBE

The Cube was designed to assess exploratory behavior and the
range of sensory modes employed by the child in exploring his eavir-
oment. It consists of a 4-1nnh hollow plexiglass cnba with varicus
visual, tactual, olfactory, and auditory properties. (it is pictured
in Appendix C of Volume 1) R "

Instructions direct the péycme:riat to present the cube to
the child whilevsayins, "Bsre is sonethins for you to play with while
I work on these papers for a ninnta. " The paychomecriat tben unob-
trustvely observes the child and notes the behaviors he engages in.
 Ratings are made of the child's spontaneous initiation of activity
_ with the cube and his involvement with the task.

Administration

The psychometrists feported that in general both they and the
children had énjoyed the item very much. Thaif spécific comments
regarding experiences with the cube focused upon a) the wide variety
of behaviors engaged in by the childrem, b) their comcerm that some
active and/or curious children might break, rip, or tear apart the
cube, and c) difficulty with the rating of "1listens to cube."” With
regard to the latter point, it was felt that many'childran indeed .
seemed to be attending to the auditory proﬁerties of the cube even
though they did not bring the cibe close to their ear in order to do

S0.
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Scor
The following items were scored and tallied for ﬁurposes'of ahalyais:,

Task initiation: spontaneous or not

Task iovolvement: a 4~point rating from hesitant, hardly interested (1)
to eager, enthusiastic exploration (4)

Conments uade'by child: none; 1-2; 3or noré |
Qnes:ions asked by child: . none; 1—2. 3 or more

Specific question ("What's inside the box?") asked by childz
present or not

Copments and questions related to certain fea:ures of the cube:

pictures (stickers)

- colors o
texture/appearance

- aound P .
smell -
sum of the above tallies

Manipulative and e:ploratory behaviors- presence of behaviors in each
of the following categories: S - .

turns cube over

shakes, and/or listens; b:inss cube to ear
and shakes

"peals" (or attempts to peel)

drops

pounds ... taps cube on table

rubs on table

tries to open or pull apart the cube

feels surfaces

feels edgas, corners

rubs against cheek, ete.

"tastes" cube (puts in mouth)

smells, sniffs cube

other behavior not able to be categorized in above
categories

unique behavior; nantinnad less than once per 100
records

Interrster sgreement in categorizing the childrens' responses,
determined for each catégory. ranged from 97% to 100%. These findings
_gtvé excellent confidence in the relisbility of scorihg.
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Findings

The resulcs reported here are based on the 278 childten who were

given :his component of the Day Care Inventory.

Initiation and Involvement
| Kinety-six éerceh: of the total sampléAof children wﬁre ratéﬁ as
spontaneously 1nitia§1ng acttvity\ﬁith the cube. There were no 513—
nificant age or sex differemces in this rating. A sisnifﬁcantvrnce'
difference appeared, ‘however. All of the black children (vs. 92.6% of
the white children) were ra:ed as shnwins spontanenus 1n1:iation (x -
4.16, df = 1, p = .04).

The dietribution of ratings for task involvement with the cube is .
presented in Figure 10. Roughly three-fourths of the children (77.4%)
were rated on the ”eager. entbusiastic exgloration" half of the scale.

There were no age- or sex-related differences in the 1uvolvenent .

c

@

= « .
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Hesitant, Eager,
hardly enthusiostic
interested exploration
Rating

Figure 10. Task involvement with the cube. .
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ratings, but face was related to differences in ratings. The dietri-
bution of ratings for black children showed more ra:inss in the "eager,
enthusiastic explotation" categories than did the distribution of
ra:ings for white children (x = 8.61, df = 3, p = .04). |

In sumpary, these initiation and involvemszt ratings sugsest
that the cube is 1ntriguing to children and pronpts their active
exploration. _One might have e;pected some sgx and age differences, _
but none appaared; Black children seemed more activaly involved and
showed greater spontaneous 1niﬁiation‘of activity with this task than
vhite children. o

Verbaliiatians‘Madé~bx;;he Children

| Since the level of interest in the cube seened high, the comments |
and queetions about the eube were exnmined Results 1ndicste that
comments were. msde by ahout half (52%2) of the children and questions
wvere asked by essentially the same proportion (51%). " A chi-square
-- analysis indicated that a child was more likely to have engased in
both verbal behaviors or neither than he was to have engaged in just
one. Thirty-one percent both asked questions and made comments, 34%
did neither, 18% asked questions only, and 17% made comments only
(% = 22.94, df = 1, p <.00001),

- There ‘'were no statistically significsnt age, sex, or race dif-
ferences in percentages of children asking questions or making comments
sbout the cube. Racial comparisons, while mot significant st the .05
' lavel of aisnifieance. nevertheless seem interesting to note. White
" children seemed more likely than black children (51% vs. 39%) to
 make comments (x> = 2.01, df = 1, p = .16), while black children
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uéeemed more likely than white chil&rgn (56% vs. 43X) to ask queé;ions
OF = 2.30, df = 1, p = .13).

Certain cube characteristics referred to in the children's q#es-
tions and couments were separately analyzed. FPigure 11 preaen:s the
percentage of children verbalizing about the following aspects of

_ the cube: the contents of the cube (e.s.. "what's inside it?").
aound produced (e.g., "It rat:las“). auxfaee colorl or othex visual.
- and tactual ptoperttes (e.s.. “This 1is shiny,” "This is buompy™), and

the scent (after shave lotion) emanating from the cube.

37
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1 & 1z

% of children
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Coments Pictures Sound Texture & Smeil Color(s)
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Aspects of cube

Figure 11. Aspects of the cube upon which children commented and
asked questions.

It can be seen from Figure 11 that over one-third of the childrem

copmented or questioned about the contents of the cube, an aspect
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vhich was not definitely apparent from the directly perceivable prép-
erties of the cube, (The cube contained a small bell and a paperclip;
together they made a rattlé‘which was highly ambiguous.) To tﬁis
third could also be added the 18% who commented or questioned the
sound produced but who did not specifically ask, "What's inside the
‘box?" pthet properties of thatcuhe {color, textures, actnt) easily
and directly known by observation, were less frequently the focus of
comments and queétions., Thesé‘data snssebt that the unknown or anbign- |
ous qualities of the cube more frequently atinulated the child'
verbalizing than-its obvious sensory p:opetties, attractive as they
were desisned to be. Thasa data sussast, but do not test, the hypoth~
esis that stinulatins a child's curiosity by ambisuous or. 1ntong13te
1nput is more effective in atimulatins the varbalization of ynung chil-
dren than any singla, atttactiva,but~1n£ornstionally;completa.type
of inoput. _ ' |

It 1s unfortunate thtt a sttict cémparisoﬁ.of verbalizations
related to the various éense‘nodaittiee‘eould not be made with these
‘data. First of all, the modality utilized by the child could mot be
ascertained in some césesQ In»the texture and appeaxaﬂce category,
touch and vision could not be separated as a basis of the child's
- verbalization. One tould.nat tell. £6r example, whether a child
- pased the comment, "It is soft,” om tactual or visual cues. In &
similar vein, the child who asked about the contents of the box may
have be&n prompted by auditory cues or logic based on visual cves
 (.e., This looks like 8 box; boxes have contents; therefore something
may be inside). When examined in the light of these limitations, the

- }\-



data summarized in Figure 11 1ndicete that the cube stimulates verbal-
izations related to its visual and auditory properties primarily and
that it stimulates verbalizations related to touch and smell much
less frequently. p

There were no sisnifican: ese differeneee in any cetesory of
stinulus~te1e:ed verbalization, with the excep:ion of :ha: Lor ve:bel
 references to the pictures on one surfaee of the cube. in the:
category, more S-yéequlde thap 3- or 4-year-olds made comments or
asked questions. |

No sisnificeet sex differences appeared fer vexheliza:ion 1n eny
of the stimulus-related categories scored. .

One significant race difference appeared,inletimulus—reiated
verbelizetien. Hbre white children (212) than bleck children (8%)

-

- verbalized ebout textn:e end other eurfaif qualities (x &4, 16,

| df = 1, p= ‘06). A trend. toward sisnificance (g.- 07) occurred

in tbe finding that blaek children (452) more frequently than white
children (302) queried about the contents of the cube. This last
finding ie congruent with the teacher's Child Ratings of the black
children as more curfous than the white childrem.

Taken together, these findings regarding verbalizations related
to various atimulus properties of the cube suggest that the verhalize—
tions are not a function of language development per se. Othe:wise
more age and sex differences would have appeared. The paucity of
significant findings in all subgroup comparisons, however, highlights
the ruestion of just what these verbalizations may be reiaced to.

Further analyses involving comparisons with other Inventory components
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may lead to the answer of this question, but without positive evidence
" to the contrary it must be assuneﬁ that these particular verbalization
scorés. while teilins us the relative "pull" oflcnbe components, tell
nbthing understandable abcut the child.

Maniggla:tve and gggloratorz nehavio:s wi:h the Cube
The findings for the manipulative and exploratory behaviors of

the cht;d with the cube parallel those for ve:belizatiogs. Thg fre-
quencies with which the children engaged in varioﬁe behkviors with
the cube can be described, but they do not appear related with any
freqnency Oor pattern :o age, sex, or race.

The frequency with wvhich the children ensaged in various manipu-
lative and exploratory behavio:s with thc cube are presensed tn Figure 12.
It can be seen that general manipula:iwe activi:ies, such as turning _
the cuhe and feelins its su:Fncea and edses, were frequsntly occnrrins
behaviurs. as was the more specific acttvity of shakias the cube.

There were only two age-related differences among these behoviors.
Shskins the cube was ensaged in by stgniftcantly more ﬁ-year-olds
(872) than either 3-year-olds (78%) or 5-year~olde (74%) , which did
" pot differ significantly from each othar (x° = 6.22, df = 2, p = .04).
Although droypins or attempting to drop the cube was an infrequent
activity in general (2.5%), it was engaged in more frequently by 5-
year-olds (6.8%) than by either 3-year-olda (1.6%Z) or 4~year-olds
(.72). While this finding is statistically significant (x> = .02,
df = 2, p = .02), its meaningfulness appears close to trivial hecause
of the small frequencies involved. "

No sex differences in these behaviors were found and only one
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race-related differenmce appeared, that for peeling or attefpting to
peel a surface of the cube. More black children (57%) than white
children (36%) engaged in this behavior (xz = 5.69, df = 1, p = .05).
A total score comprised of all behavior items was computed for
. each child Hhile the distribution of these scores shuwad axcemlent
shape (normal) and range {0 to 9), there were no age, sex, or race
relationships with this total score.

Summary and Recommendations
The &i&-s\pxmaomd’cne' ia an interesting item for children.
While it can be daternined what the children do in reaponss to the eube.
the domain in which this camponsnt reflee:e any 1ndtvidual diffarences
remains 8 mystery ‘The measure is unrelated in any ays:enatic way
‘ to the three vntiablea of ase, aex, er raee. Ii furthsr analyses caﬂ
deteraina cha: the cube represents an age-, sea-, or race—ftee measure

of something with assessment value, a unique measure may have been

developed. Otherwise the cube should be dropped from the Inventory.
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CHAPTER 6

PICTURE NAMING

Picture Naming was modeled after traditional messuses of a child's
expreéatve.lénsuage development. It assesses his stére of nouns anﬂ
- his ébility to usé theN‘:o“identify'euinon dbjecta; Materials for

this component are 20 simple diauinss presented one at a time. The
‘esaniner introduces the task By saying, "Now I wnnt'ybu to 1o§i at
‘some pictures with me and tell me what the things are called." On
presentation of each picture the examiner says, "What 1s this?" and/
or "What do you call it?" 'Eiaminariinstructions call for the use of

reinforcing, encouraging comments to the child'at‘gpecificvpoints;
Adﬁinistratién and Scoring

The examiners were unanimous in’their'feelins that this component
was pleasurable for children. Typical verbatim ¢§uménts were the
following: "This is & fun task for them...even if you don't get the
research information you want, it is a rapport buildex," "They know
they can do it,” "It is a successful experience for children, partic-
ularly little ones."

Scoring was not done by the examiner at the time of administration,
as it ordinarily is in similar measures, but was done at a later time
by other staff members. In scoring the children's responses, credit
was given for synonyms (e.g., "brella" for umbrella) and childrenese
(e.g., "horsie" for horse). The high reliability of scoring is indicated
by the 99.6% agreement between two scorers who independently scored 25

cases (500 responses).
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_ §istribution of Scores

| " This component was administered to 279 children. The total scores
of this 20-item measure fenged from 0 to 19, with a mean total score

of 14.6 and a standard deviation of 2.2. The distribution of total
scores is further 11luminated in Figure 13, where it can be seen that
the scores are skewed toward the higher scores but sre relatively
 symmetrical abeut their mean. The inpresaian of the psychonetrists
that this 15 an easy component for children 18 borne out by these
findings.

Item Ana ses

The difficnlty of each item and its 6iscrtn1nability are indicated
in Table 21. Item difficulty is reflected in’ the percentage of chil—.
.dren passing the item. Item discrininability is represented by a
biserial correlation between success or failure on an item and the total
scores achieved. for the component. It is also reflected by the averese
total scores of childrem who pass the item and of children who fail
 the item.

First, the findings in Table 21 again point out that this is
»1nﬁaed an "easy" component. Eleven of the 20 items were correctly -
named by over 90% of the children. The difficulty of the remaining
nine items was more evenly distributed, bet still was skewed toward
ease of passing. From the standpoint of desirable spread of item
difficulty, this component is very weak.

With regard to how well passing or failing each item relates to

total score on the component, it is noted that the biserial correlatiomns
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Figure 13. Distribution of the total scores for the Picture Naming
component.




- 74 -

TABLE 21

ITEM ANALYSES OF PICTURE NAMING

- Item (in - Eof Bisériel : Average Average

order of children correlation total score total score
increasing passing with of children of children ~
~ difficulty) item  total score who pass ftem  who fail item
Tree 9% 6 1.6 7.2
Knife 97 .57 147 9.2
Fork 9 .59 147 9.4
Telephone = . 96 R U T9¢ TR 8.6
Boat 95 69 4.8 9.4
Purse 95 .68 4.8 9.8
Hand 95 . .53 14 10.5
Key e .55 4.7 10.6
Bat 0 % - .16 4.8 9.5
Horse 93 .51 14.7 11.2
Tire 93 .51 14.8 11.3
 Umbrells 89 .69 14.9 11.2
 Guitar 71 .60 15.2 12,7
Football 66 .60 15.3 12.9
Coat 65 .34 15.0 13.6
Leaf 58 .75 15.7 12.8
Spider wed 35 75 16.4 13,5
Fish hook 14 .60 17.0 14.1
Pitcher 8 43 16.7 14.3

Door hinge 1 .27 17.8 14.4
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were all positive. Averaging about .58, they are acceptable but ﬁot
' as high as would be desired. The differences in total scores of chil~
dren who passed and children who failed the items were all significant.
All the items were successful in "discriminating' but iaré not Aa
excelient in doias 36 as one would ﬁiéh; | z

The psynhnmecric properties of this componen: could. ba improved by
removing some easy and less discriminating items and by sddins more
difficult and more highly discriminasting ones. The point that easy
items are happy expéridneesAfo:Achildrén.should be taken seriously,
however. It may be best to keep the'easy items as "fillers” for
~ rapport' 8 sake and to omit scoring them for measurement s sake. At
the same time items could be added to improve the difficulty range
 and discrimipability level. |

The inceritem consistency of this component was .68, as asaessed
by the Kuder-Richardson formnla 20. Hbderace homogeneity is thus

indicated.

Subgroup Analyses of the Total Scores .

Presented in Table 22 are findings related to possible subgroup
differences. It can be seen that only the age differences were signif-
icant, as they would be expected to be i{nasmuch as language development
is strongly related to age. These age differences were significant
overall (F = 46.63, df = 2/275) and between each age group (3< 4<5, by
Tukey's test).

No sex or race differences were found. Inasmuch as some vocabulary
tests are felt to be culturally biased in favor of white children, it
is encouraging to note that this measure appears "culture-fair" in

this regard.
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TABLE 22
SUBGROUP MEANS AND STANDARD DEVIATIONS FOR
THE PICTURE NAMING COMPONENT

Growp Noran X ~ sd
... ALl children - T
Age: 3 e S13.0 2.5
4 | 141 %S5 1.8 <0
s 1616 1.6
Sex: Male 42 149 2.3
Female . 136 143 2.0 -
Race: White 73 15.2 2.0
Black 8 E7% N X e
Racommendations

This component should be retained in the Inventory. It is a
"hit" with the children, and it can be administered easily and scored
feliably. Its goodness as a measure should be improved by increasing
the number of more difficult and more highly differentiating items.
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CHAPTER 7
PICTURE INTERPRETATION
The Picture Iﬁ:erpretatien component was iacluded in the Inventory
because it might be of use, as simiiar items traditionally have.beén.
" as ‘a rough indicator of a child's language development, It was furthex -
felt that, ipasmuch as é group care environmani'wns portrayad, the
'co§:ent of thg'child’s response might shed 1isht'on aépec:e of the
chi;d's perception of that_environnent.T (The picture is éhovn in
Appendix C of Volume I.) .' -
The children were ﬁcld "Look at this picture and tell me all about
it " A»second request. “Thil me all about this picture,” ﬁis made if a
child did not respond after 10-15 seconde, and the examiner stated,
."Tell me more about the picture," if the child had responded by enumera:ing
only one or two items. in the picture. At the completion of this modified
free response phase, the examiner asked four quescions designed to tap
the child's perception of (a) what the group of adult and children were
doing, (S) what the solitary child was doing, (c) how the solitary“child

was feeling, and (d) what sort of place was depicted.

Administration and Scoring

Examiners' feedback indicated that administration of this component
was straightforward. Expectedly, the verbatim recording of lengthy
responses given at a fast rate was reported to be difficult. The
psychometrists also concentrated upon the frequency with which the
question regarding the solitary child, "How does this child feel?,”

was interpreted concretely, leading to such responses as 'With his
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. fingers." They were the first to suggest, as does the analysis of this
question in the following pages, that a réwnrding of this question is in
order if such comcrete interpretations are foihé avoided.

Responses were tabulated to indicate the child's type of resp&née
(enumératidn. deseriptién br iﬁtarpretation), thé uumbér and 1den:1ty".
of itenms mentioned, §§d thé péséibléléffeét sponca#;ously assbeiate&
with the picture or the people depicte&. In regard to ﬁhe speeifié
qués:ion asked about the group pictured, aspects tabulated were: focus
of resyoﬁse (children, adult or ne£cher). :hé acti#i:y specified. and
any spontanecus identification of the adult in the group (unspecified
female, ﬁeécher or mother). Thé specified activity and feeling of the
child were. sébuxsced regaraing» the solitary -child. ringuy, the éhi'm'e |
identification of the place dep;cted was ggbulated.r Caéegories“fo:‘
tabulaﬁ?ng various aspects 6f gigture Interpretacioﬁ which have nqt
been maﬁ:icned in‘thie secﬁion are appareﬁt 1ﬁ'the fclihviﬁs preseﬁtétion :
mof the results. . | |

Reliabilities of the tabulations were assessed by the independent
scoring of 40 protocols by two persons. Reliabilities in all categories

. equalled or exceeded 90% agreement.
Findings

Type of Response

of the 275 children given this component, 90% were able to give
scorable responses. There were no age, sex, or race differences in
the ability to give a scorable response. When type of response was
classified into (&) simple enumeration of depicted items, (b) descrip-

tion of the picture, and (c) thematic interpretation of the picture,
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31% of the children utilized simple enumeration, 22% utilized deécfiﬁtion,
and 47% utilized interpretation. There were no gex or race differences
in the distribution of responses so classified. There was a trend.
- however, toward significant age differences in the type of response.
' Enumeration declined with age, and mterpretatim increased with age
(x - 5.68. df =4, g_- .10) Hben enuneration :esponses are eompared
with description and £nﬁerp:etation rasponses combined, there are asain
no sex or race differences. but the ase differences become highly
significant (x - 7.48, df = 2, p = .03). Table 23 presents the
distridution of nonscorable, enumeration, and mmpmn/mmemm ’
- responges according to the age of the child Ihese ase-rela:cd findings -
h'susges: that the Inventory pietura may be utiliged, as others traditionally
_have been, as an index of lansuage devalopnsnt. The poarer ase 61ffexen-
tiation obtained when deacription and iuterpretation are not combined
supports the'maintenance of the eaumeration vs. descriptionlinterpre:a:ioﬂ o

scoring for future work.

TABLE 23
TYPE OF RESPONSE GIVEN TO PICTURE INTERPRETATION

Type of response

Age of child Nonscorable Fonumeration  Description/interpretation
3 years® 9.4% 37.5% 53.1%

4 years® 9.4% 28.87 61.9%

5 years® 11.1%2 16.7% 72.2%

ah = 64

bp = 139

“a = 72 . !




| Stimulus Characteristics of the Picture Appsrent in the Children's
| Frée Response
Findings which describe the "stinulus pull” of the particular picture

u:ilized are presented next. These findings are dbased upon the frequency .
with which various human and nonhunan eatesories were mentianed in the

- child's free respnnse to the picture. These are purely descriptive data,
and comparative data fron other groups of children, patticulnrly those

in other forme of group care or in no group care, should be sought.

Table 24 presents the percentage of children whose :espé#ses
indicated attention to the different social groustnse protrayed in :he
picture, together wi:h the few findings of subsroup differences in :haae
petcentases. It can be ‘seen fron Table 24 thee the four secial groupinsa‘:
were nentioned with appro:ina:ely equal frequancy; these sroupiass,
despite their difference in poaition and content. appea: to have about
. the same stimulus pull. No sqbg:oup differences were found which have

TABLE 24
PICTURE INTERPRETATION RESPONSES TO SOCTAL GRCUPINGS

2
1
o

Pexcent of children

Social grouping respondingd Subgroup differences
Solitary child 34

 Child/adult pair:
child on adult's lap 40 ages 3<4<5, p = .15
Child/child pair: age: 3 = 4¢5,
tvo children at table 37 p= .06
Group of 1 adult and race: white <black,
3 children 44 p= .06

8% = 248



robust statistical significance, but one raceQrelated trend was found
(vhite children mention the adult/child gréup nore,frequently than biack
children) and two age-related trends were found (mention of adult/child
pair increases with age and nén:ian of the child/child pair is less
frequen: for 3-year-olds than for 4- or S~yanr-olda.

0f the various human and nonhuman categories tallied, the average
total mmber mentioned by the ehildren~was 4.2 (SD = 2.7). This average
wag significantly relaté& to age. Three~year-olds mentioned an average
of 3.1 items, 4~-year-olds averaged 4.4 items, and S~yesr-olds snn:sged

4.8 ® = 7.22, df = 2/245, p = <.01). Appm:lnately equal tallies
were obtained for humsn and for nonhuman refarencea: an average of
2.0 (SD = 1 2) references to hunan and ‘an ave:age of 2.2 (SD = 2,3)
'~references to nonhuman objeets. Both hunan and nonhuman referencea
wete rclatqp age Fbr nonhuwan objects, the averase increased with
age: 1.5 at age 3, 2.1 at age 4, 2.8 at age S (g,- 5.29, df = 2/245,
g_i <.025), while for humans 3~year-olds gave fewer references (1.6)
than either 4~ or S-year-olds (2.2 and 2.0, respectively) (F = 6.18,
df = 2/245, p = <.025). No sex or race differences were found in these
measures.

Table 25 represents the "stimulus pull” of various aspects of items
in the picture. In some instances the exact stimulus referred to is
unclear. "Child," for example, can refer to any of the children pictured,
and it is not certain that "mommy"” always refers to the adult helding a
child in her }ap. The exact stimuli involved is a clearer matter in the

case of nonhuman objects.




TABLE 25
"STIMULUS PULL" OF ITEMS MENTIONED IN FREE
RESPONSE TO PICTURE INTERPRETATION

Percent of childrenm

Item - mentioning® ~ Subgroup differences
Humans

Child, sex unspecified 56.0

Child or children, un- : :

specified 48.8 age: 3<4 = 5, p = ,0005
Child, named 1.6 .
Baby - 19.0 .

Adult female, e.g., .

“lady" 10.9 ,
Teacher | 21.4 o
Mother, mommy 41.9 age: 3<4 =~ 5,p= .05

‘ ' sex: girls>boys, p = .01
Grandmother 4.0 ’ Lo - :
Daddy 4.8
Nonhuman objects
“Figh 38.7 age: 3<4<5, p = .005;
rext girls>boys, p = .04
Doll 35.9 sex: girls>boys, p = .09
race: white<black, 0% = ,06
Clock 22.6 age: 3<4<5, p = 001
Picture(s) 22.2 age: 3<4<5, p = .00l
- "Toys" 20.6
Furniture (ecs"
- chair, table) 19.0
Waste basket 16.1 age: 3<4 =5, p= .04
Car 12.9 sex: boys>girls, p= .10
Book(s) 12.5
Blocks 8.1
Architecture (e.g.,
door, shelves) 6.9 age: 3 = 4<5, p = .004
Identity of place
School 10.9 age: 3 = &5, p = .005
Other 1.6

An = 248
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Regarding human references, it can be seen in Table 25 that responses
1nvolving the children pictured were somewhat higher than those involving
adults, ss might be expected from the greater number of children portrayed.
The ase-related findings regardins the humans show :hat 3~year-olds maka
fewer nonspecific child references (e.g.; "these childran.“ "they’') than
do 4~ and 5-year-olds. This finging might be.rela:ed to the older children's
tendeucy to group percebts,'to generalize, an& to describe rathér than to
enumerate specific children. The findins that. aignificantly more 4~ and |
5~year~olds than 3-year-olds men:ion "mother may be hypothesized to be a
fuactien of their greater role differentiation of mothers and teaschers
(i.e., mothers hold childres on their laps). A similar explanation may
underlie the significantly greater mention of "mothers"” by girls than
by boys. |

The fish and the doll were the most "popular™ nonhuman objects in
terms of frequency of mention. Interestingly, they are the two objects
which are the least inanimate. The age differences found are assumed
to reflect the developing child's increasing attentional-perceptual
span, his ability to notice more in his énvironment, and his increasing
ability to incorporate more into his verbal response.

The sex differences found in both the human and nonhuman categories
(girls more frequently mentioning doll, fish, and mommy and less
frequently mentioning car) is hypothesized to reflect the influence
of differential sex role experiences and expectations on the selective
perception and/or verbal response of young children.

A final comment regarding the stimulus pull of the picture as

reflected in the child's free response concerns the affect or emotion



- 84 -

associated with tﬁe pi§;ure.‘ Spontaneous expréssibné of affect df eval-
' uatian;regarding either the picture as a whole (e.g., "That's a pretty
Plcture”) or persons depicted (e.g., "He's real mad") were extremely
infrequent. Omnly seven children made such responses. The picture,

thus, is seen to have'nb s:rong affeétivé connotétions.

timulus ggarggtgristigs of the égnlt-gggggggg g éggarggt in
Response to Ditec: ggescionggg

| If a child had not. spontaneously referred to the group in his frae o
response, the exmminer pointed :o the group and asked, "What are they
doing?" Table 26 presents the apswers to this question given by those
224 childien who specified a particular activity, The most frequent
responses were rather bland, nonépecific, global referenées to sitting,
télking, and listening, although a good proportion of responses delineated
the activity more precisely as that of an educational nature. Much less .

M frequently the activity was seen as play or as an occasion during which
the teacher was imparting directions and disciplipe.

Whether the focus of the child's response to this grouping was on
the adult, the children, or meither in particular was also of interest.
Twenty-two percent of the children's responses focused upon the adult,

247 focused upon the children, and 54% had peither focus. There were
no significant age differences in this variable, but sex and race
differences were found. Boys and girls focused upon the adult to the
same extent (22%), but girls focused upon the childrem more than boys
(30% vs. 18%), while the remaining category of no particular focus was
more frequent for boys thsu girls (60% ve. 48%) (x% = 5.45, df = 2,
2= .07). The salient finding here is the greater focus of the girls
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upbn the childreh in the picture. The prominent finding regarding race
comparisons fs the greater‘focué oﬁ the adult by white childrenv(322

~ vs. 13% for black children). There was a conpleméacary difference in
the cstegory of no particular focus (382 for white children V8. 582 for
black children) and no difference in the frequency of focns upon. the
‘childres depicted (BQS vs. 29%, :espectively).

TABLE 26
PERCEIVED ACTIVITY OF THE GROUP

Activity R : Percent of children mentioning®
Sitting | | ’ 22.3
Listening, talking | 19,2

Educational: teacher is
teaching or children are
learning 17.4

Educational: sipging,
storytelling 13.8

Playing, not further
elaborated 10.7

DPirection and discipline:
teacher telling children

what to do 3.6
Other 12.9
N = 224

Whether or not she was the focus of the child's response to the
question about the group, the adult woman in the group was mentioned
by 95, or about 40%, of the children. Whether she was described as a

teacher, a mother, or given an indeterminate role ("her,” she,” "lady')




was noted. whne mm-e than half of the children (57.92) 1dent1fied her
as a :eacher, about one~third (3& 6%) perceived her as a mother, and a
small percen:ase of the children (10.5%) gave 1nde:erm1nate responses. .
The perception of the role of :he adult woman did not significantly

- vary with the child's age, sex, or tace. Thus, while to adul: eyea

the adult may be percaived as a teacher. young children do not neces-

sarily share this perception.

- 8 ug C racteristics £t olitary h;ld Apparent in Resp -
vsg_ELEPCt ggestionggg | | | - o

Two specifie qnescions referrins to the solitary child in the
Picture were asked by the examiner if the information desired was not
already available in the child's free response. These questioné were,
| "ﬂhat is this child doing?” and "How does this child feel?" Eighﬁy-five
"pernenc of the children gave scorable replies to the first question,
and 74Z gave scorable replies to the second. There wefe no age, sex,
or race differences in these percentages.

Table 27 presents the percentage of children mentioning various
activities ascribed to the solitary child. The solitary child was
rather routinely seen as engaged in some sort of play. Overall chi-
square tests were performed to detect any sex, age, or race differences
in perception of activity, significant results obtainins for age and
race (for age, x = 34.12, df = 18, p = .01; for race, x = 18.70,
df = 9, p = ,03), Age changes appeared most clearly in a decrease in
the "other" respomses, in an increase in the specific playing responses,
and in an increase in the playing with playdough responses. Race

differences indicated that whits children, when compared to black
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children, gave more specific playing responses, more playdough reébnsés.
and fewer sifting»and "other" responses.

TABLE 27
PERCEIVED ACTIVITY OF THE SOLITARY CHILD

'Act‘ivﬂ‘:yv - o : t&rceﬁ:”of cmdmn qaggioi:_inﬁa
 Playing: specific activity _ 30.1

Playing: not_further elaborated o 19.2

Playing with play&ough_ | 14.8

Sitting 9.2

Looking | | 5.7

Spilled sométhins 3.5

Crying 1.7

Other 15.8

N = 229

The feelings ascribed to the child are presented in Table 28. The
results in Table 28 suggest that the solitary child is appropriately
ambiguous in terms of what his feelings might be since there was fairly
good distribution of the responses over positive and negative feelings.
About one~third of the children perceived the solitary child as having
positive (good, happy) feelings, and about two-fifths perceived n.gative
(bad, sad, sick) feelings. Inasmuch as it was the solitary child's
perceived emotional feelings which were to be assessed, it is dis-
concerting to discover the relatively high percentage of children (18%)
who interpreted the word 'feel" in our question, "How does this child

feel?,” as referring concretely to tactual feelings and replied, e.g.,
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"With his"hénds." A rephrasing of the question is thus in order.

TABLE 28
PERCEIVED FEELING OF THE SOLITARY CHILD

Feeling : Parcent of children uentionins“
Positive: good, happy o 31.8

Nhsaﬁiﬁe: bad - | 15.9

Negative: sad 15.4

Negqtivé: sick : | .- 10.0

Tactual feeling, e.g.,

“With his hands™ _ 17.9

Other . . ' 900

By - 201

Overall chi-square tests wafa also performed on these data regarding
the feelings of the solitary child to assess possible age, sex, or race
differences in this perception. Although there was a decline with age
in the perception of positive feelings (42X at age 3, to 20X at age 5)
and an increase in bad and sad feelings, the overall chi-square did not
reach statistical significance. There were no significant sex differences
but the race comparison was highly significant (x2 = 15,11, df = 6,

p = .02). Black children more frequently perceived positive feelings
than white children (44% vs. 20%Z, respectively), and black children
less frequently interpreted the question as referring to tactual feeling

(8% vs. 30%, respectively).

Identification of Setting
Although to adult eyes the scene of the picture might be quite
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feadily identified as a rﬁom in s day care center or nursery school, it
is an empiiical dues:ion wheiher indeed young.ehildren iuuld s0 perceive
the setting. 'Acébrdinsly, exaniners asked each child, "What sort of
place do fcu think this 4s?" Tﬁe first.f;ndins of interest is that |
only 76.6% of the childrén coﬁld‘give a scoréhle feply to :ﬁisAqueétion.
Significantly more girls (83%) than boys (712) gave a scorable reply

(x2 » 4,96, df = 1, R = .03). Age ﬁas also significantly related to

the frequency of scorable repiies:- 67% of ths 3-year—01&s,-7ﬁz of the
4-year-olds, and 86% of the S—ysar-dlds~gava scorable respouses (xz -
- 7,12, df = 2, p = ,03). There were no eignifieént'race'differéncea--
in this variable. | |

Taﬁle 29 shows how the-children (those‘abie to givérséorable replies)

1den:1fi§d the éectiug. Only about one~half of the children perceived
the setting to be a school or day care center. About a quarter of

the children perceived the setting as "a house.”" The remainder perceived
it as something else or as a specific part of a house (e.g., doctor's
office, kitchen). Thus the stimulus picture does not necessarily
portray a day care setting to children. -

There were no significant age or racc differences in the perception

of the setting, but age was significantly related to this perception

(x2 = 13.21, df = 6, p = .04). Description of the setting as a house
or other setting declined with age, while identification of it as a
school or day care center increased with age (43% at age 3, 48% at

age &, 77% at age 5).



TABLE 29
IDENTIFICATION OF SETTING OF STINULUS PICTURE

Setting ' T Percent of chtldren nan:ioninsa
School or day care center | 55,2
House o R . 24.8
Other o .. 20.0

%% =210

Summary and Recommendations

Picture Interpretation should be retained as a rough index of a

child’s language development. The findings that the picture is not

- réutinely identified as a day care center and that the "teacher" is
nof always perceived as a teacher suggests that 1f the picture is to
be used to explore a child's reactions and feelings about his day care
experiences, the procedure or stimulus should be changed. One possible
procedure would be to identify the scene for the child (e.g., "This is
a place like your center and this is the teacher"”) and then ask &
focused question regarding the matter of interest (e.8., "What 1s she
telling the children?"). Further, in order to gain knowledge of the
childs' perception of the emotional feeling of the solitary child in
the picture, the question used will require rephrasing to avoid a child's

interpreting the word "feel™ in the tactual sense.




CHAPTER 8
GROSS MOTOR SKILLS

The Cross Motor Skills component represents an attempt to provide
the Inventory with a rough index of a child's gross motor ability. It
1s comprised of four activities which bave been utilized in pravious
:eégs and‘iﬁ&entories: Beiénce on oné fooé,‘iop in place on one foot,
walk forwird-hécl—:o-toe. and walk backward heel-to-toe. ?pe exaniner
demonstrates each item and records either tiﬁe (for balance) or nuﬁbar-.
of responses (féf hpé‘aid heel-té—toe walks). |

Summary of Findings and Presentation of a Revised

Gross Motor Skills Component

Gross Motor Skills involved many difficulties and variations in
administration. Analyses of results could not be undertaken for any
purpose other than to provide the most global judgments regarding
the improvement of the component. For this reason results for the
Gross Motor Skills component (GMSI) are not discussed in the same
manner as those for other components but are mentioned only when
germane to the following presentation of a revised Gross Motor Skills
component (GMSII), vhich is currently being pilot tested and which

hopefully removes sources of difficulty and error in its precursor.

Balance
GMSI allowed balance on either foot and did not specify the
orientation which the examiner should adopt in demonstrating the

item. Hence, one child might attempt to balance on a preferred foot,
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énothér might attempt Fo éopy the examiner on a nonpreferred foot, etc.

Two trials were required and a third was required if the child could mot

balance for 10 seconds during ome of tha two trialé. Examinera were not

clear regarding when to terminate a trial. They also were not clear

. 'resardihs»ﬁhe:her § child should be allowed, for example, to hold his

-vfree foot with 8 hand or prop the free foot on the other knee. Results

from CMSI indicate that the av&rase halaﬁcing time on the first trial

was approximately 7 seconds, with about 15% of the children achieving

Balancins :1mes over 10 seconds. Balancing time increased with age..

It was felt that 15 seconds would ﬁrovide a neaaiﬁsfﬁl cutnfflﬁoiut.
CMSII structure and instructions for examiners actehpt to take

into account both the shortcomings and results of GMSI. They are as

follows: | |

Balance: 4 trials; 2 on each foot; get up and

stand baside (not facing) child

Say: "Now let's do something different.”
Balance on right foot, not holding on to
anything.

Say: "Watch me; I am standing on one foot."
After dbalancing 10 seconds, stand on both
feet about 10 seconds. Then balance on
left foot.

Say: "I'm going to see if you can stand on one
foot. Do it for as long as you can.”
(Don't let child hold on to one foot while
he balances on other)

Terminate any trial at 15 seconds,

Record time and foot (left or right) the child

chooses.,

Give second trial on foot chosen in first trial,

Ssy: "That was good! Try it again with the
same foot,"

Record time.

Say: "Now do it with your other foot. See how
long you can stand on the other foot.”
(Point to child's other foot 1f necessary)

Record time and give last trial.

Say: "Good. Now do it again with that foot."

Record time.
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'* < R
The'exaniner records the child's performance as follows:
Circle foot used | Record time in seconds

Trial 1. R L . Time

2. - | Time

3. R L Tiné

6. - Time

A ——————

Heel-to~Toe Walk
The beel-to-toe item called for the child to walk forward in such a
manner that the heel of the advancing foot touched the toe of the foot
in place (or no more than 1 inch from it). Because of lack of clarity in
GMSI instructions, some examiners terminated (as intended) at 10 steps of
any sort, but others 1ét the child continue (e.g., up to 20 steps) until
‘be had achieved 10 correct steps out of the totsl. Obviocusly data from
two such different administrations are not comparable. Further, examiners
reported difficulty in teaching the task to some children. Indications from
GMS1 findings are that aboﬁt 15 to 20% of the children who were given this
task could not do even one step successfully, about one-quarter to one-
third could complete 10 steps successfully, and a fairly low percentage
of the children completed the intervening one to nine steps. It may dbe
that this item will turn out to be more successful as a pass-fail item (one
or more steps versus none) than as a count item (where number of steps is
assumed to be meaningful). Performance on this item increased with age.
Instructions for heel~to-toe for GMSII are the following:

Heel~to~toe walk, forward: 2 trials. Stand

beside child and walk heel~to-toe, forward,

for 5 steps.

Say (while demonstrating): "See how I am

walking. This foot touches this foot. Now
you do it."
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Encourage child (e.g., "Keep going") to complete
10 steps. Terminate at 10 steps of any sort or
1f the task 18 obviously uncomfortable for him.
Record the number of steps in which heel and toe
are no farther than 1 inch apart (by exsainer's
estimation).

Give second trial.

Say: "Now do it again!” Encouragenent, termi-
nation and recording same as for Trial 1.

The exaniner then records for each trial the nunbei of steps, out
of the 10, which are less than 1 tnch apart. |

‘The backwards heéi-ﬁo-toé wﬁlk‘has been omitted from GMSII because
it proved to de too difticult an item for the majority of the children.
Adbout one~third of thé children could not succbed~in-aakins one such
step on the first trial of this item in GMSI, and about one-sixth of
thé‘total number of children wnie not adninistered a8 second triai. it
being judged too frustratins for them in the opinion of the examiners.

Hop
The hop item called for the child to hop on ome foot, the examiner

first demonstrating by hopping in place. The child could use either foot,

and a maximm of 10 hops was allowed. About one-third of the children

achieved 10 hops, so there was obviously not enough "ceiling" on this

item. GMSII instructions for the hop item specify an upper limit of

15 hoés. and one trial on each foot., They are as follows:

Hop - 2 trials

Stand begide child. Say: "Watch me.” Hop in

place 5 times. Stop and then say: '"Now let me

watch you! You hop! Hop as many times as youu

can,” (No holding on to furniture, etc.)

Terminate at 15 hops or if child puts second

foot down.

Record number of hops, foot used, and whether

in place (1 foot radius) or over a distance.

Give trial on other foot.

Say: "That was good! Now hop on your other
foot as many times as you can.”

Recording same as Trisl 1.
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Recording is made as follows:

In place (P) or | '
Circle foot used - over distance (D)? Number of hops

Trial 1 R L P D
R & P D

Concluding Comment

The preceding material has-ptésénted revisions in the Gross Motor
Skills component which hopefully will iﬁprove the accuracy and relfability
of measurement. A lafger issue, however, is whether such a small sample
of motor activities accurately represents the large domain of motor skills
end the child's physical development. Despite the arguments that can be
made for assessing the "whole child" the present [aventory may be only
paying lip sarvice to this desideratum by including such a small pumber
of activities to represent a child's physical development. If further
day care research involves specific foecus on the child's physical
development, it would seem necessary to have a larger inventory of gross

motor skillé.
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CRAPTER 9
VISUAL DISCRIMINATION

Visual Discrimination was included in the Inventory as a measure
lof.# child's ability to‘discrininate on the basis of visual cues. There
are two eubcam#cnents. The first, Sinilarities, involves finding wﬁich
éicture among four alternatives is 51m115£ or identical to a standard;

~ The sécénd, Differences, requirés findin- which picﬁuxe of four is
different from the oﬁhere. (Samﬁle items are presented in Lppendix C
of Volume I.) EQch sﬁbcomgonent is preceaded by.gﬂ.giaﬁple 1#£ended
to.familiarize the child éith the task and has 10 items présented on

separate picture cards.
Examiner instructions for Similarities aré as follows:

Presed first card (example).

Say: "Here are some pictures. See this
one here?” (point to picture to left
of double line) 'Now look at these
pictures here" (slide finger along
the other 4 pictures on the card).
"Find the one of these" (pointing
along the 4 pictures) "that looks
JUST L1KE this one.” (pointing to
picture on left).

Do example with the child. Show him
correct picture if he misses ft.

Say: "Good! You (we) found it. You
(we) found the ome that looks just
like this one."” (pointing)

Present items 1 through 10 saying, "Find
one just like this one. Point to
i1t." for each item.

Examiner instructions for Differences are as follows:

Say: "Here is a different book of pictures."
Present {irst card (example) Say: "Find
the one that looks DIFFERENT."
"Find the one that is NOT THE SAME
- as the others. Point to it."
) Do example with the child. Show him the
different one if he misses it.
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Say: "That's it! Good! That's the one
that ooks different."
Present items 1 through 10 saying, "Find
: the one that 1s DIFFERENT, the one
that is NOT THE SAME. .Point to it."
for each item,

Administration and Scoring

The psychomecris:s raported that this component was the most
difficult for them and for the children. It 18 apparent that nodifi—
catiens in this component should be made which take 1nto account tbe
several matters they raised. |
They reported that it was difficult for chil#ren to undetst#nd
their tasks, particularly that for Differenees. Many children appar-
ently "caught on" at a point well into the series of items. Others,
'never grasping what they were supposed to do, developed random or
position responses (e.g., always choosing the left-most item). It

1s understood that the concept of "different” 1 an emergent ome for
preschool children, so difficulties with this task are to be expected,
The examiners suggested, however, that the difficulties be reduced by
giving several examples beforehand. It was also suggested that the
administration of Similarities and Differences be temporally separated
so that the "set" for Similarities ("Find one that looks jJust like this
one”) would mot carry over into the Differences task ("Find the one
that is not the same") and confuse the child.

| Further suggestions related to errors which remained is the

items due to the haste with which this particular component was pre-
pared for field assessment. They are errors which are important but

easy to correct: a) make sure supposedly identical items are exactly
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that, so that children do}not become oisled by minor and uninténtionai}
variations and b) randomize the position s the cofrect reoponses
throughout the series. As curren:ly constructed. some positions are
considerébly more frequent thau others. There are even instances in

which the correct reéponse‘is to be foond in an identical positioo ‘

. _over a sequence of items It 1is the child's visual discrimination

that is 1nportant, not his ability to learn position reaponses.
During adoinistracion of the Inventory, the exsminers recorded
the child's choice (A, B, C, or D) to reptesant its position smong
the alternatives. Scoring for correctness of the choice and totaling
correct choiceo was done at a later time by other staff members (wiﬁh

99.8% accuracy as determined by two independent scorings of 50 records).
Findings

Distribution of Total Scores

The Similarities subcomponent was administered to 267 children;
the Differences subcomponent to 248. Inasmuch as Differences immedi-
ately followed Similarities, the decline of 19 children in the two
totals probably represents those children who refused further partic-
ipation at this point and those for whom the examiner felt it was best
not to proceed with the Differences subcomponent.

The total scores for both Similarities and Differences ranged from
0 to 10. The mean total score for Similarities was 6.6 (SD = 2.16),
and the total score for Differences was 4.9 (SD = 2,2). Because each
of the 10 items on both subcomponents represented a choice among four
alternatives, random guessing by the children would be expected to

produce means of 2.5 for each subcomponent. The Differences mean of
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4.9 1ic only 2.4 above this chance level. It is indeed a difficult
test. - | | ‘

The #isttibutioﬂs of the total scores for Similarities and DifF
ferences are presenced in Figura 14, 1In 4t the Similarities total
scores skew toward the higher s»ores, and the Differences total scores

cluster more toward the,middle and lower scores.

I:ea-Anélﬁses
The internal consistency of :his component may be evalusted by
inspecting the difficulty and diacriminability of the items~ Item
difficulty £is indicated by the percentage of children passing the 1£em.
it should be noted that random responding or mere guessing would reéu;:

in 25% of the children passing the item by chance. Item discriminability
.ié.reflected in the correlation between success on the item and total
~score and in the average total scores of children who pass the item

and those who fail the item.

Table 30 presents the findings related to difficulty and discrim-
inability. Neither the Similarities nor Differences subcomponent
possesses a desirable spread of difficulty, which would have a majority
of items in the middle range and fewer difficult and easy items. The
Similarities subcomponent is the better of the two. It had three items
at the 603 level and three at the 70% level. The Differences subcumponent
had two items with difficulty levels at chance expectancy, while the
remaining {teme were skewed in the difficult direction. The range
of difficulty of the items should be improved.

Regarding the discriminability of the items, all item correlatioms

with the total score were positive. The majority of Similarities items
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- 101 -

TASLE 30
ITEM ANALYSES OF VISUAL DISCRIMINATION

Item (in % of Biserial = Average Average
order of . childreén correlation total score total score
decreasing passing with total of children = of children

difficulty) - item score , who pass item wvho fail item
Sinilariﬁies R “

6 34 ‘ .56 _ 8.2 5.8

9 44 .80 8.4 5.2

1 - 60 YL _ 7.9- ‘ 4,8

10 65 .70 7.7 4.7

7 66 .87 7.9 4.2

5 70 .86 7.8 4,1

4 72 .88 7.° 3.9

-3 79 .76 7.4 3.9

2 83 +66 7.1 3.9

8 85 .66 7.1 3.6

Differences

9 25 45 6.1 4.5

8 27 .30 5.7 4.6

6 40 .65 5.8 4.3

3 43 «73 6.4 3.8

10 43 72 6.4 3.8

5 46 .70 6.2 3.8

7 53 .58 5.9 .8

4 63 .64 5.7 3.5

2 69 .82 5.8 2.9

1 83 .68 5.4 2.5
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possésé # géod reiﬁflbhsﬁib tb the tét#i écoré. Eighi 6ﬁt OfAlol".
correlations weré.in ﬁhe .70 and .Bd‘réﬁge, andAthe average of all 10
was .76. Thé correlations of Differences items wich,the total scoré
Qere more modest. They avéfaged +81, Further indication of the dis~
criminability of each item is given in the figures which allow comparison
of the total scores of children éhb paésed the the item and of children
who failed the item. These differencés uer?‘all statiétiéally signif~
icant beyond the .0l level. | |
| As assessed by the Kuder-Richardson formula 20, ché in:eritem
ceﬁsistency of Similarities was .78 and that for Differences was .6l.
- Both subcomponénté are thus indicated to be reiatively hemngeneﬁus

Similarities more so than Differences.

Subgroup Analyses of Total Scores
Table 31 presents the findings regarding the age, sex, and race

subgroups. Age-related differences for Similarities and Differences
show scores that significantly differ (for Similarities F = 25.17,
df = 2/264; for Differences, F = 14.74, df = 2/245). Tukey's tests,
following thege analyses of variance, indicated that a significant
difference existed between each age subgroup mean (3<4<5 in each
case). Thus, as expected for a cognitive/perceptual skill, Visual
Discrimination scores increased with age. Confidence in the measure
is supported in this regard.

No =sex or race differences were expected, but one occurred, that
for race on Similarities (t = 2.17, df = 149). This result seems
uninterpretabl:. at this time, particularly as a parallel result did

not obtain for Differences.
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TABLE 31 |
SUBGROUP MEANS AND STANDARD DEVIATIONS FOR TOTAL

SCORES OF THE VISUAL DISCRIMINATION COMPONENT

Group . Neornm | X SsD P
Similarities
AlL children . 267 6.6 2.6
Age: 3 9 50 2.5
4 136 6.6 2.4 <.001
5 72 8.0 2.1
Sex: Male 136 6.7 2.7
Female 131 6.6 2.4 o
 Race: White 71 7.5 2.3
<,05
Black 80 6.6 2.6
Differences
All Children 248 4.9 2.2
Age: 3 | 47 3.7 2.1
& 130 4.8 1.9 <.001
5 | 71 5.8 2.4
Sex: Male 125 4.9 2.4
ns
Female 123 4.9 2.1
Race: White 70 5.4 2.2
ns

Black 76 4.8 2.4
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Racamﬁénd§ﬁions

The following recommendations are ﬁéde régardiﬁg future use of
the Viéual Discrimination component: |

a. Fcr.aéy further work with this measure, the drawings should
be corrected so that stimuli intended to be similar are completely
identical. Mimor unintended differences smust be removed. »
| »b. kandcnization of the éoaitioﬁs of correct responses must be
| achievéd.' o
~ ¢. Similarities: The psychometric properties of :hié subtomponent,
while not excellent, are probably adequate for its continued inclusion
~in the Inventory. It would be desirable, however, to achieve a better
balance and sprea& of difficuiﬁy levels among the items.

d. leferénces: This eubccmpénent requires further development
before its further use can be recommended. Instructions for the chil-
dren must be more successful in conveying the task to be performed.
Additional trial items are suggestei as a means of teaching the task.
New items need to be developed which will improve the difficulty range

and discriminability of the items.
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' CHAPTER 10

SOCIAL ROLES

The Social Roles componeﬁt was direcce§ coﬁard assessing how the
child éercéives aspeccé of (a) his.role at a future time, i.e., when
he grows up, and (b) the roles of significant'oéhefs (mother, father
~and teacher) in his p:eéent environment,
| There are four questions to which the child's verbatim respohsec
are recorded. The first question, tapping children's perceived futu.e
. roles and vocational aspiratioms, is a variant of the familiar, “What
do you want to be wher wou grow up?" questions

A (boy, girl) can be all sorts of things when
(s)he grows up. What would you like to be
when you grow up?

Conéingent upon a child's responding, reinforcement is given and
additional responses are sought:

That's very interesting. Maybe you've
thought of some other things you could be
when you grow up. What else could you be
when you grow up?

Following any additional responses, the child is asked, regarding
his initial choice,

Why do you want to be a(n) LS

The remaining three questions asked for the child's perception of
three social roles:
What does a mother do? (What does a mommy do?)
What does a father do? (What does a daddy do?)

khat does a teacher do?
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Adninistration and Scoring

| ‘The exaniners' feedback indicated thac, while they thought these
were . "good" questicns, the placement of :hen in the Inventory conponent
could be improved. It was recomnended that this~couponen:, the aecond
to be presen:ed should be held until later. They felt that, for shy
chixdren in particular. there was a difficult trangition from the
nonverbal Dog and Bone component, the first ccmpoﬂant of the Inventory,
to the heavy vetbai requirements of the Social Roles component. It
vas suggested that the nonverbal-to-verbal trensition be made ore
gradual by utiliszing g5 the second conpenenﬁ another nonverbal component
- such as ﬁcdy Parts or a component such as Picture Naming, which requires
less complex verbal responses.

The children's responses were scored for mmber of responses given
(vocational aspirations question only) and for category of response
context. Response categories were developed from pilot results, a
priori judgments, and data from field assessment. Interscorer reli-
ability as assessed by two independent scorings of 20 records was over

98% for number of responses and averaged 9531 for category of responses.

Findings

The findings for the vocational aspirations question and for the
three social roles questions are presented separately. Each of these
areas yielded results which strongly suggest the value of gathering
further data so that the impact of group care on these perceptions of
children and their developing concepts of others' roles and their own

future roles can be understood.
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The Vocational Asgiratians ggestion

The children & responses to the vocational aspirations question were

categorized into the Eollowing six categories:

1. All adult: a category cumposed of the followins
three subcategories which define its scope:
-a) Specific Occupation. -
b) Adult: nonoccupational adult status, e.g.,
be a man.”
¢) Parent.

2, oOlder child: attributes of older, bigger children,
e.g., be a girl scout,” "be taller.”

3. Same child: responses indicative of lack of
prisjection into more mature roles, e.g., "Be a boy
just ldike I am."

4. Fantasy: f£fictitious characters or roles no
longer exigting to any significant degree in
contemporary society, e.g., Batman, princess,
cowboy.

5. Nonhuman: animals and inanimate objects, e.g.,
doggie, tiger, and "a bath tub, so I could drink
lots of water."

6. Other: responses not classifiable into the
preceeding categories and not sufficiently frequent
to warrant additio... categories.

Eighty-eight percent of the children gave scorable replies (those

other than don't know, no reply, etc.) to the question. The ability to

‘These results were presented at the March, 1973, biennial meeting
of the Society for Research in Child Development, Philadelphia, Pa.
The paper, "What do you want to be when you grow up? Vocational Choice
in Children AgRed Three to Six," co-authored by E. P. Kirchner and S. I.
Vondracek, forms the basis of the presentation in this section and is
available separately upon request from the Pennsylvania Day Care Study
Project, Amy Gardmer House, The Pennsylvania State University, University
Park, Pa. 16802.
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give scoraile reapoﬁséa ﬁas'not‘rélated to ﬁhe child's age, sex, or
race. A mean of 2.0 responses were given (SD = ,83). The<nhmbef 6£
responses Qas not related to ége,’sé:; or race. | | |

Table 32 shows tﬁé distribution of responses among the six respcnse
:éategories for the total sample. The Iafsest percentage of childrén'i
gave responses categorized as all adult; within ﬁhgt_categpry, the

mention of a specific occupation was most frequent.

TABLE 32 |
OCCUPATIONAL ASPIRATION RESPONSES OF THE TOTAL SAMPLE

Percent of children

‘Response category : - expresaing aspiratinn?_
All ad;lt 69.1

Specific occupation 57.0

Adult 11.2

Parent 17.9
oidet child 17.7
same child 10.0
Fantasy 10.0
Nonhuman 20.1
Other 12.0
IN = 249

Chi-square analyses were first performed to determine if overall
dependenccz existed between subgroup divisions and all the main categories

of response except "other," which was omitted from all subgroup analyses.
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When these overall chi-square analyaea proved sisnificant. further chi— o

square analyses were performed to identify which individual response
categories showed signi{ficant differences within the age, sex, and
race subgroups. | : S
Age-ralateé findings are summarized in Table 33. The all adult
catesory 1acreaaed sisnificantly with age and within the all adult
“category specific occupational aspirations increased naxkedly. The:e‘
were decreases in the nonhuman, older child and same child'responses.

TABLE 33
AGE COMPARISONS OF OCCUPATIONAL ASPIRATIONS

Percent of children e:#ressins aspiration
Response category Age 3 yta Age & yrb Age S—yrc xz probability

All adult 57.4 65.9 84.1 .004
Spec. ocec. 42.6 51.6 78.3 .0001
Adult 11.1 13.5 7.2 41
Parent 14.8 19.0 15.9 74

Older child 24.1 19.8 8.7 .06

Same child 14.8 11.1 4.3 14

Fantasy 13.0 8.7 10.1 .69

Nonhumra 33.3 20.6 8.7 .003

®n = 54

bn = 126

“a = 69
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.Tﬁese findinss-suggest ﬁhat A major aspeeﬁ of vocational dévelop- '
ment in early childhood is projection into one's future role as an adult,
specifically an adult {dentified occupationally. The child in this
period 18 seen as coming to ccncep:ualize himself as one day aﬂhievins
adul: atatus and to conceptualize adults as having a particulsr role
' chafacteria::lc, 1.e., engagment in an occupat:lnn.

These finds.ngs support cont.entiona that the ynuns chﬂ.d's developi.ng
cognitive process enables him to think of himself in a propositional
: manner~-:o-consider not simply who he Is now but who he might become.
Lhey are also conaistent with Erikson's (1963) view that early child-
| hood is a period during which the child explores what type of person he
might wish to be in the future.

The age-related findings, however, are most relevant to Havighurst's
(1964) schema. His first stage of vocational development begins at
year 5, the age of our oldest subjects, and extends through year 10.
During this stage, called "Identification witk a worker," the child's
primary task is to identify with significant adults and to integrate the
concept of work into his ego ideal. The results of this study suggest
an important precursor of this stage: mastery of the task of project-
ing oneself into the future and conceiving of oneself as one day achieving
adult status. Once this task has been mastered, the child may begin
the process of identification with significant adult workers.

Sex comparisons are summarized in Table 34. It can be seen that
boys and girls equally frequently gave responses classified as all
adult; they did not appear to differ in the ability to project them~

selves into the vocational future. The pattern of this vocational
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projection, however, differed for boys and girls. The boys were more
likely to project in terns of:an adult role in general, and the‘gifls

were more likely to project in terms of the specific role of parent.

TABLE 34

SEX COMPARISONS OF OCCUPATIONAL ASPIRATIONS

Percent of children
expressing aspirations

Response category Males® Females® xz probability
| ALl adult 72.5 65.3 .27
Spec. ocec. 58.8 55.1 «6F
Adult 15.3 6.8 .06
Parent 6.1 29.7 .0001
Older child 12.2 23.7 .03
Same child 9.2 11.0 .78
Fantasy 13.7 5.9 07
Nonhuman 19.1 21.2 .80
%a = 131
Py = 118

Boys and girls mentioned specific occupations with.equal frequency.
It was of interest, however, to an#lyze the specific occupation data
further, inasmuch as previous research with older children (Looft.
1971a; 1971b) suggests that girls learn early that certain adult
statuses are not open to thém and that boys generally perceive a wider
range 6f available occupational alcefnatives. A foreclosure of occupa~-

tional options h..s been postulated to occur earlier for females than for
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males. Figures IS and 1€ show the speéifig océqpationsAgéntioned by
boys‘(Fngre 15) aﬁd by girls (Figure 16), Thése plots show vividly
how the range of available occupations appeared wider to the boys;
their choices were more evenly distributed, more "scattered.” The
plot for the girls' chniceﬁ sh?ws clustering téuard two occupations,
nurse and teacher, which are the most common choices of older girls.
Comparisen of the twn p1o§e”éffers suppdrt‘for'the notion of earlier
foreélosure for girls, "eariier" in this case béing tﬁe preschool
‘yegrs.

- It has also beén‘euggesﬁéd that girls are more reality Sound than
bc&s. Our findings of more frequent older child responses by girls
and more frequent fantssy responses Sy boys support this notion. GCirls

- are more likely to think in terms of being a girl scout or going to
high school; boys are more likely to think in terms of being Batmsn or
Santa Claus. Here again, whether nature or nurture is at the root of
these differences, boys' range of perceived possibllities seems less
restrained.

It is noted that Figures 15 and 16 show instances of children,
particularly girls, naming occupations traditionally associated with
the opposite sex (e.g., a girl choosing fireman, a boy choosing nurse).
Further research might explore whether these instances represent a

. liberalization in the availability of occupations to both sexes or
merely indicate that these children have not yet learned prevailing
sex role occupational stereotypes.

Racial comparisons are summarized in Table 35. Black children

tended to give fewer responses than white children in the all adult
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TABLE 35

RACE COMPARISONS OF OCCUPATIONAL ASPIRATIONS

Percent of children
expressing aspirations

b 2

Responge category . White® o Black - xX* probability
Alladult 812  65.8 .06
Spec. occ- ' 71.0 - -41.9 . : .03
Adult 4.3 1.0 01
Parent 20.3 15.2 55
Clder child 8.7 22.8 04
Same child 4.3 16.5 04
Fantasy 8.7 11.4 .78
Nonhuman 18.8 8.9 .13
% =79
by = 69

category. Within this category, black children gave fewer specific
occupation responses and more adult responses. Black childrem also
gave more responses in the same child and older child categories.

These findings suggest that black children are less mature in their
vocational development from the standpoint of mastery of the task of
proejection into the vocational future. They are less likely to project
themselves into adult statuscs, and their conceptualization of adult
role less frequently involves occupational specificity. These racial
differences are not related to paternal employment or presemce in the

home, as there were no race-related differences in these variables in
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the sample. These findings are congruent with findinge of racial dis-

'Aparity in the vocacional plannins of older children (Ansell & Hansen.
1971). They are also consistent with indications that black adolescents,
in contrast t- whites, see their occupational future as virtually pre-
determined and as involving limited, and prinarily undesirable, posai-
‘bilities (Hauser, 1971). Further, black children are more Erequently
admonished to avoid growing up to be like specified adults in their
social sphere. It 1is suggesced that the :renaniasion of a sense of

- vocational predeterminism, together with an emphasis upon models and
aspects of adulthood to be avoided, can serve to inhibit young black
children's vocational projections as early as the preschool years.

In conclusion, the preschool period can be seen as a bona fide
etage of vocational development; during these years ghe child comes to
conceptualize himself as one day being an adult and bhaving an occupa~-
tion. Moreover, it is an important stage of vocational development
during which population subgroup differences are already apparent.

The sex and race differences found in these early years suggest that
efforts toward achieving equality of vocational opportunity should not

neglect the very voung.

The Thiee Social Roles Questions

In order to compare the child's perception of three social roles,
those of mother, father and teacher, as well as to describe them
separately, the same categorization system was utilized for all three
roles. The six categories were the following:

1. Works: responses which referred to a specific

job such as "Drives a truck" and those which were
nonspecific such as "Goes to work" or merely "Works."
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2. Food: fesponses related to food préparation and
-nerving. -

3. Household: nonspecific refeteﬁces to household
work (e.g., "Works around the house”), as well as
specific masculine and feminine household chores
such as "Washes dishes" and'Fixes the washer."

4, Personal: personal activities, recreations and
pleasures such as grooming, resting, bowling,
wvatching television, etc.

5. Child-Related: responses which identified some
interaction with the child, such as teaches, directs,
punishes, loves, helps, etc.

6. Other: responses which were unclassifiable in

the above categories.
For the social role of teacher, the child related responses were further
categorized into the following four subcategories: (a) teachea, (b)
directs, (c) succors, and (d) other.

Of the 282 children asked the questions, 90.4% gave a scorable
response to the questions about the roles of mother and father, and
84.0% were able to provide an answer to the question, “What does a
teacher do?” There were no significant age, sex, or race differences
in the ability to give scorable replies.

A summary of the responses given by the children to the three
social roles questions is presented graphically in Figure 17 and is
discussed more fully in the following paragraphs in which only signif-
icant findings or trends are presented.

The children's responses showed significantly more food-related
responses for mother than they did for father (xz - 87.62, df = 1,

P <.001) or teacher (x> = 84.6, & = 1, p < .001). Mother also

received more household responses than did father (xz = 7.78, df = 1,
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-d P < .01) or teacher (x - 32, 1, df = 1, 2_< .001).
| Father received more wotkrrelated responses than did mother
(x = 81. 047 df = 1, B < .001) or teacher (x = 82.178, df = 1, p < .001).
Additicnally. father racetved significantly more hnusshold responses than
d1d teacher (x> = 27.5, df = 1, p < .001). |
The role perception of teacher involved significantly more child-
related tesponses than did that of mother (x = 109. 8. df =1, p < .001)
or that of father (x - 116 3, 4 = 1. g.< .001) and more responses class-
1€1ed as “"other” than did the mother role (x = 16.2, df = 1, p < .001)
or the father role (x> = 18.8, df = 1, p < .001).
Thus responses to father were primarily in the work category
(42.2% of the responses) and mother received primarily food (46.7%)
and household (26.3%) responses. These findings are consistent with
those of Finch (1955) and Hartley (1960), who found that father is seen
primarily as the economic provider, and mother as a "homemaker."
There are no previous data with which to compare the results of the
r&le of teacher, but the results of the present study show that the
teacher was overwvhelmingly described in texrms of child-related behaviors.
Thus the role of father is described as ome that involves primarily
work and personal pleasures; the role of mother is seen as embodying
food preparation and serving and doing household chores, and the role
of teacher is described as one which involves much interaction with
the child. The large number of responses which were classified as
"other" for the teacher could be taken to indicate that this role is
less well delineated by children.
Age-related findings regarding role perception of mother show that
work responses 1ncieaeed with age (xz = 10.2, df = 2, p < .01), &
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finding perhaps} related to the child's edlarg.ing éonceétualizai:ion of
work or his growing awareness of the mother's éctual role behavior.
Food responses fluctuated with age ()(2 = 7.6, df = 2, p < .05), being
greater at age 4 :ﬁan at ages 3 or 5.

In regard to age differences in the perception of the role of
father. work responses alsc showed a eignificant 1ncrease (x = 8.6,
‘df = 2, g - .05). There were trends tomrd increaeins personal responses
(X = 4.1, df = 2, p = .10) and toward decreasing food responses (x = 5.2,
df = 2, p = ,10)., Thus, with increaaing age there seemed to be a developing
‘consensus in the perception of father as prﬁarily working, and when
not working, engaging in some personal activities and pleasures.

With increasing age, the role of the teacher showed an increase
in child-related responses ()(2 - 9.8, df = 2, p < .01), a decrease in
food responses (xz = 8.5, df = 2, p < .03), and a decrease in "other"
responses. Analyses of the subcategories of child-relatad responses
showed that the increase with age in the child-related category was
largely due to an increase in responses classified as teaches (xz - 22.9,
df = 2, p < .001), there being no significant differences in succor,
directs and other subcategories. Thus the perception of the role of
the teacher also becomes more delineated with age, not anrprisin.gly
focusing upon the teaching aspects of the role.

There were a few interesting sex differences in the children's
responses to two of the social role questions. While no significant
sex differences were obtained for teacher, females tended to give more
food~related responses for mother (x2 = 3.2, df = 1, p < .10) and more
personal responses for father, ()(2 = 4.8, df = 1, p < .05), and males

2
gave more household responses for father (x = 6.7, d df = 1, p < .01).
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Thus féaﬁies tend to perceive ine :ole.of nbthe: as involving more fdo&'
ﬁiéparation"théa do anes. Faf the r§1§ 6fbfathéf..i£ appeaﬁsAﬁhat fe-
nales viawAfather as ensaging in more personél activities, while the -

' pales see.father,as doing more work arcuﬁd the house. |

It 1s 1n££1§§;n§vtd view thqsé diffe:ential perceptions of mothexl

and father roles in light of the cultural stereotype of the female

cdmplaining that the male does not do eicush work around the house and
the deieﬁee of the nsle‘:ha: he does 1ndéed_do_sq.w The data ahcw,th#;
theée differential views are apparent in the role perceptions éf young
children. Perhaps children's experiences with their same sex paremt
lead to such perceptions or perhkps the stereotypical attitudes
influence their role perception; only further research can determine
the origin of these perceptions.

There were no race-related findings regarding perception of the
mother and teacher role. The only role perception which showed dif-
ferent responses by black children and white children was that of
father. Here the black children gave more food responses (x2 = 4.40,
df = 1, p < .05), and the white children more household responses
(x* = 3.56, df = 1, p < .06). Without further data it can only be
speculated that these differential perceptions may represent differences
in role bebaviors of black and white fathers.

Additional analyses were performed to determine if the role pex-
ceptions were related to whether or not the mother was working cutside
the home and whether or not the father was present in the home. There
were no significant differences in the three role perceptions between

children from two-parent families and mother-only families. Likewise,
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there were no significant differences in. the pereepcion of the mother...
and father rnles which were related to whether or not the mother was
working outside the home. _The perception of the role of the teacher,
héwcver,_seemed related in two insrancen to whetﬁér or not\:he'ho:her
uw*kéd oﬁtside the hcme Children of employed mothers more frequently
gave child-related responsee (x - 6 62, df = 1, p = .01) and less
frequently gave "other" reaponsea (x - 6 09, df -1, ‘g_< .02) The
‘differences in child-related reaponses were largely due to differencea
in chg teaches subcategory <x = 7.64, df = 1, p < .01), theras being no
'kignificant differences in any other aubca:égory of child-related
_.responses.

- Without further work, interpretation of these data is hagardous.
Inasmuch as similar changes were observed to be rélated to age (and
employment of mother did not increase with the age of the child), it may
be that children of employed mothers have a more mature and delineated
concept of the teacher's role. 7i cculd also be hypothesized that for
children of employed mothers, the child-related aspects of the teacher's
role become more salient,

In summary, these results give insight imto the phenomenological
world of the child. 1In the description of the percepéions that children
have of the social roles of mother, father, and teacher trends in the
development of these percepticns appear. Children as young as 3 years
have begun to develop a perception of mother as one who prepares food
and works around the house, of father as one who works and at other
times engages in personal activities, and of teacher as someone who

teaches and interacts with children. These perceptions become more
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pronouﬁéed with inﬁreased aﬁe. Some, but not a great many, race and sex
diffefenées appeéi. As Dubin and Dubin (1965) have pointed out, the
perceptions which childten have of their enwironment should be consid-
ered when one atcemp:s to explain their behavior. It is not simply the
“behavior of significant o:ba:s to which children reSpond but their per-

ceptions of others' behaviors.

Recommendations

This component involves questions which are easily administered to
‘children although it shonld be preceeded by a sufficient "warm—up“ to
its highly verbal natu:e. The findings, already interesting in their
own light, suggest the importance of investigating the impact of group .
care experiences and various kirds of group care exﬁerieuce on & child's
voce*ional aspirations and on his perception of significant social

roles. Further work should explore these areas.
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CiL.PTER 11
SOCIAL COMPETENCE QUESTIONS

The component of Social Competence Qﬁestions atteﬁbté to assess
éelected aspecﬁs 6f'a child's developing social matufityQ‘ It utilizes |
the following five questions, the child's verbatim response being
recorded by the psych;metris::

l. Let's pretend you just got up in the morn-
ing and want to get dressed. What io you
do? ' ' '

Inquiry (a) Who puts on your shirt/
dress?
(b) Who buttons or zips your
coat? '
(c) Who ties your shoes?

2. Let's pretend that you were playing and your
toy broke. What do you do?

3. let's imagine that you cut your finger. What
do you do?

4. Imagine that a child much smaller thap you are
starts to fight with you. What do you do?

3. Why do people have to work?

Administration and Scoring

Examiners reported that the children were, for the most part, able
to understand and answer these questions. It was felt, however, that
the "wordiness" of two questions (get dressed and starts to fight) should
be reduced.

The children's responses were tabulated according to content cate-
gories established to best represent the range of responses the children
gave. Percent agreement between two independent scorers judging 30

records averaged 96% (range 90% to 100Z) for the various tabulations made.
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Findings

The Get Dressed Questioﬁ

Of the 277 children esked che question concernins setting dressed,
251 (90.6%) were able to give a scorable reply. There were no sex or
race differences in ability to respond. Age differences, however. ‘tended
1 toward significance (X° = 4.35, df = 2, p = .11); 84.4% of the 3-year-olds,
' 91.4% of the 4~year-olds, and 94.5% of the S-year-olds gave scorable
replies. - - | o

Table 36 presents the tabulation of the children's respouses. The
most frequent response (doing something other than getting dressed)
indicates that the children were not able to focus ugen the'intent of
the question, getting dressed. This finding was assumed to be a function
of poor wording of the question. In regard to those children who did
respond in terms of getting dressed, most children omitted spontaneous
reference to any help in doing so. There were no significant sex or
race differences in these categories. Age differences were significant
(xz = 22.90, df = 8, p = .004) but showed no consistent increase or
decrease with age in any of the categories. The do something else
category, for example, had a frequency of 37.0% for 3-year-olds,
52.3% for 4-year-olds, and 40.6Z for 5-year-olds.
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TABLE 36
 RESPONSES TO THE QUESTION,
"LET'S PRETEND YOU JUST GOT UP IN THE MORNING
AND WANT TO GET DRESSED. wim DO YoU DpO?I*

Response - \ Percent of children respendinga
Do scmethins else (e.g., eat T
breakfast, play) . 45.8

(I) get dtnsaed. unelaborated 35.9

(I) get dressed, elsborated
{(e.g., "I put on my shirt

and sorks.") 15.1
Get dressed, help from others

specified 0.8
Grooming only (e.g., "I brush

my teeth.™) 2.4
% = 251

Responses to the three-question inquiry regarding who puts on the
dress or shirt, buttons or zips the coat, and ties the shoes are susmmarized
in Table 37. The child himgelf and his mother were by far the most
frequently sfecified persons. It must be stressed, of course, that
the relationship of the children's responses to actual dressing behaviors
is not known. The child's response that he himself accomplishes theaé
tasks may represent reality, the child's exaggeration of reality (A
child may be able to put on his shirt or may do so occasionally and
reply to our question as though it is his usual behavior.), or the child's
perception of the ideal (He may think he should do these things and for

a variety of reasons may report that he does them.). Significant or
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nearly qignificant overall ase differences were found in responsea to
cach of these questioas (x = 11.60, g_,- 6, R= .07 for shire; x2 =
21.02, df = 6, g_< .01 ior buttons; x = 23,12, df = 6, p < .001 for
shées}. Taﬁle 38_presehts the sﬁbstoﬁp findings for the two predominant
responses, self and iothar. It can be seen in Table 38 that responses
specifying self-help increaaed with age for each of the specific behaviors
questioned. | o

Sex and race comparisons yielded no significant findings except
that boys indicated more independence in éuttins on shirts than girlé
:vdid in putting on 6r§saes. It is felt that chis'findiﬁs and the laék of
‘cther sex-related findings is most parsimoniously interpreted as reflecting

the differential complexity of the two garments.

TABLE 37
RESPONSES TO THE SPECIFIC INQUIRY OF
"WBO PUTS ON YOUR SHIRT/DRESS?,"
"WHO BUTTONS OR ZIPS YOUR COAT?," AND
"WHO TIES YOUR SHOES?"

Percent of children responding

Regponse Shirtldreasa Buttons/zippereb Shoes®
Self 43.5 49.8 35.1
Mother 48.7 42.0 49.5
Father 4.3 4.3 2.8
Other 3.5 3.9 6.6
N = 230

Py = 231

Sx = 214
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TARLE 38
AGE~RELATED CHANGES IN RESPONSES TO

THE SPECIFIC INQUIRY ON DRESSING

Percent of children responding

Response Shirt/dress® Buttonslzipbérsb Shoesc‘

Age 3 Age 4 Age 5 Age 3 Age & Age 5 Age 3 Age 4 Age 5

 Self 26.8  46.4 53.1 29.8 ~53.2 70.3  12.2 32.4 m55.0 '
Mother 60.7 47.3 40.6 57.9 42.7 26.6 67.3 4B.6 36.7

N = 230
% = 231
N = 214
Further #nalyses‘will investigate the relationship between the child's
| response to these questions and indicea of his actual self-~help behaviors.
At this point, these data can be summarized as showing that, whether
achievement or aspiration toward achievement is reflected in the child's
response, the trsnsit{gg_gran the help of others to self-help is indeed
salient in this period. Additionally, it 4s the mother who is or who is

perceived to be the primary source of help in these activities.

The Broken Toy Question

A scorable reply to the question of the broken toy was given by
86.6% of the childremn. Ability to give 8 scorable response was not
significantly related to sex or race. It was, however, significantly
related to age (xz » 7.67, df = 2, p = .02); 81.3% of the 3-year-olds,
84.32 of the 4~year-olds, and 95.9% of the 5-year-olds responded.
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Table 39 presents the children's reaponses to this question. At
least two dimensions are of inrerest here: ome is that of the assumption
of personal responsibility (e.g., fixing it vs. getting soﬁaone else to
fix it) and the other relates to aatnrity of coping (e.g., crying vs.
finding another toy to play with). In regard to the assumption of
responsibility, it can be seen from Table 39 that about equal percentase§
of children state that they would fix it or get someone else to fix it.
Nearly as frequently, the child's response simply stated another person
would be informed (the assumption probably being that the other person
would take care of the problem). As for the maturity of coping, few
éhildren would cry, hide the broken toy, orvthroﬁ it awuﬁ. Hbét childfeﬁ
fesponded in & way that indicated they would, with or without aid, repair
or replace the toy or go on tc a substitute activity.

There were no significant sex or race differences in these cate-
gories of response, dut age differences were significant (xz = 30,23,
df = 18, p = ,04). Decreases were found in "other" responses and in
the throw it away category. An increase occurred, expectedly, in the
fix it category. Although one might, on the basis of increasing self-
reliance with age, expect decreases in eliciting the aid of others or
simply informing others, both of these categories were increasingly
represented with age. These latter findings raise ths possibility
that group care emhances < child's reliance upon others, Comparison
of these results with responses of children with no group care

experience would be highly informative.
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TABLE 39
RESPONSES TO THE QUESTION,
“LET'S PRETEND THAT YOU WERE PLAYING AND YOUR
TOY BROKE. WHAT DO YOU DO?"

Response “ ;ércent of children :espondinsa
Fix it 167

Get someone to fix it | 18.9

Tell someone (inform only) . 13.¢8

Replace with a new one | ) 10.9

Throw it away | 10.5

Substitute activity: play

with another toy 8.8

Cry ' 5.4

Hide 1t A

Get another toy (unclear whether
replace with identical toy or

substitute) 4.6
Other 13.0
%N = 239

The Cut Finger Question

Scorable responses to the question of a cut finger were given by
83.2% of the children, with no significant differences related to sex
or race, Ability to give a scorable respomse was significantly related
to age (x* = 22.73, df = 2, p = .0001) with 4~ and 5-year-olds having s
higher percentage of scorable replies (95.7% and 90.4% , respectively)
than 3-year olds (73.4%).
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Table 40 presents the categotized responsas to this question regardiug
a cut finger. It can be seen that the responses of roughly half the
children imply that they would help themselves in this situation, although
a surprising 162 appeared to feel the help of a physician was called for.
Only small percentages gave responses which might be considered inappro-~
priate or incomplete coping strategies (e.g., bleed. cry. 1gnore) No
significaut sex or race di. ferences vere found in the distribution of
responses, but again significant age differences appeared (X = Ql.lS.
df = 16, p = .0005).
TABLE 40
RESPONSES TO THE QUESTION,
"LET'S IMAGINE THAT YOU CUT YOUR FINGER.
WHAT DO YOU DO?"

Response Percent of children resp0n&insa

Self help (e.g., "Put a

Band-aid on 1it.") | 45.5
Go to the doctor 15.9
Cet someone to help 12.6
Bleed 6.9
Cry 6.9
Tell someone (inform only) 4.5
Ignore 1.6
Example given 1.6
Other 5.3

8 = 246
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Inspeetion of the age—related differences indicates that there was

no increase with age in self-help responses, but there was an inerease -
in eliciting the aid nf others. Ase-related decreases cccur in the
ignore, example given, and "other” categories. As with the pfevious
questieﬁ, the 1ecrease with age in responses reflectins_reliaaee upon
others is puzzling, a comparison of tﬁese data.withAreséonses of children
not in group care would throv light on the question of whether or not
eapiy group care promotes increasing erientation :aﬁard.others es‘

help-givers.

- The Starts to Fight Question

A scorable reply to the question concerning starting a fight was
given by 89.2% of the children. No statistically significant sex or
race differences were found in this variable. Age differences were
statistically significant (x° = 10.91, df = 2, p = .004); 79.7% of the
3-year-olds, 89.3% of the 4~year-olds, and 97.3% of the S-year-olds
were able to give scorable responses.

Table 41 presents the categorized responses to th;s question.
Over half of the children reported that they would hit back, and about
one-fifth reported they would inform an adult. The remainder of the
responses were distributed among various other coping strategies, each
with relatively low frequency.

Subgroup comparisons of the category of response indicated no
significant race differences. Sex- and age-related differences, however,
wvere found. The significant overall sex differences (x2 » 26,21, df =
10, p = .004) were related to the differential use by boys and girls

of the hit back and inform adult categories. Boys more frequently than
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glrls reported they would hit back (64. 6% vs. 43 72; respectively). whereas
girls more frequently than boys reported they would 1n£orm an adult (31. 9%
vs. 12.6%, respec:ively). Age differences (x & 37.13, df = 20, p-= .01)
indicated an increase in the inforn adult catesory (13.7% at ase 3, 24.0%

at age 4, and 24.3% at age 5) and a decrease 1u the “othexr" category.

TABLE 41
RESPONSES TO THE QUESTION,
"INAGINE TEAT A CHILD MICH SMALLER THAN YOU ARE
STARTS TO FIGHT WITH YOU. WHAT DO YOU DO?"

- Response : Percent of children resPOndinga
Hit hiﬁ back 54.5

| Inform adult 22.0
Be injured 4.1
Go away 4.1
Try to prevent him 3.3
Tell him to stop 2.0
Elicit adult help 2.0
Ignore him 0.8
Get mad 0.8
Cry 0.4
Cther 6.1
N = 246

There were, however, no appreciable age-related differences in the various

low frequency categories or, unexpectedly, in the hit back category.




=13 -

'Atten:ion should bs called to the lack of anm ase-relstsd decrease in this
'response, inasmuch as the hit hack responss represents a socislly proscribed
strategy in the case of a smaller child startins the fight (and is a
response scored as a failure on the Wechsler Intelligence Scale for
Children and the Hsehslsr Preschool Primsry Scale of Intellissncs) wish
inctesssd socislizstion one would expect fewer hit back responses. Further
work should sxplors whsthe:, among other possibilities, changing sscial

mores or factors related to group care are reflected in these findings.

he Wor tion '

The question regarding why people have to work seemed somewhat more
difficult for the children than the preceeding four questions, teo each of
which about 90% of the children were able to give scorable replies.
Approximately three~quarters of the children (76.41) were able to give
scorable responses to the work question. As with the other questions,
there were no sex or race differences in ability to respond. There were
also no age-related differences, whereas the other four questions yielded
significant age-related differences in the ability to respond.

Table 42 presents the responses of the children to the work questiom.
About one-fourth of the children expressed the reason for a person's
working i{n texms of an unelaborated "needing" or "having" to work. This
category, together with that of "example given,"” is felt to reflect a
vague nonspccific conceptualization of reasons for having to work. The
remaining categories of earning money, accomplishment, and satisfaction,
however, are relatively specific, focused reasons. From the data in
Table 42 it appears that earning money is perceived as the salient

specific reason for having to work.
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TABLE 42
RESPONSES TO THE QUESTION,

“"WHY DO PEOPLE HAVE TO WORK?"

Résppnse : Percent of children respondinsg-

They have to, need to

(unelaborated) B 26.5

Earn money (unelaborated) - 18.0
" Farn money for necessities 7.1

‘Earn money for extras 1.9
| Abcomplieh things--get things

done 16,1

Example given 9.5

Want to, satisfaction and

pleasure 5.7

Other 15.2

é;1:‘211

Subgroup comparisons yielded no significant sex differences in
perceived reasons for work. There were significant findings, however,
with regard to age (xz = 44.12, df = 14, p = .0001) and race (xz = 23.58,
df = 7, p = .0014). Age differences showed a decline in the unelaborated
"have to" category (32.6% at age 3, 29.9% at age &4, 15.5% at age 5) and
in the giving of examples (26.1% at age 3, 3.7% at age 4, 6.9%7 at age
5). Increases with age occurred in the earn money category (10.92 at
age 3, 16.82 at age 4, and 25.9% at age 5) and in the accomplish category
(8.7% at age 3, 14.0% at age 4, 25.92 at age 5). These age differences

are seen as reflecting an increasing focus and specificity in reasons
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for havins to work. Race difi.vences indicated more black than white
children réspanding in the unelaborated “have to" category (32.5% Vs,
26.1%, respectively) and in the satisfaction category (11.8% vs. 0%,

respectively).

Summa [~ . ations
These questions shoald be Tetained, wich possible reduction 1n
the verbosity of the get dressed and etarts to fight'qugstiuns. Thej
yiei&'informatibn whici. can profitably be utilized to'explbre-thé
1m§acc of group care experiences on several aspects of a child's social

- development, particular!:: yvaliance upon self and otheis.
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CHAPTER 12

WHO LIKES YOU?®

The Who Likes You? question was designed to assess perceived sources
of esteem. It goes right to the heart of its intent. The children are
simply asked:

'rellnevhonkesyou ‘renneasmympleu
mmvho:eanynkeyou.

Exaniners wera coached to eonvey by their tones, enphnis, and pace a
very wam and positive connotation to the concept of liking involved in
tha qmtitm.

Admintstration

Oler children and adults night be expected to be somewhat surprised
by this question, to feel anxious, and to respond defensively. Psychome-
trists' feedback revesled that such was not the case with the great
majority of the sample children, esven with those (7) children who
responded that nobody liked them., Typical comments of the psychometrists
were: "They don't find a great deal of embarrassment; they just rattle
off names.” A few said, 'Nobody,' but didn't feel uncomfortable about
it." '"Maybe they aren't as involved with it &s we are.” A few instancec
were reported, however, in which the examiner had felt a child's embar-
rassment or sadness at replying "nobody” and had responded with a hearty,
"Well, I like you!"

skesults from this component form the basis of a more technical
article prepared for journal publication. Copies of this article,
"Perceived Sources of Fsteem in Early Childhood.” are available from
the Pennsylvania Day Care Study Project, Amy Gardmer House, Pennsylvania
State University, University Park, Pa. 16802
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'A more common difficuity reﬁorted by the psychometrists was ascer-
taining the identity, rble, or relationshib of a specific person whom
the child had mentioned. Sometimes general questions and specific
questions alike failed to provide the information needed to determine if
the response referred to a person or animal, a real or imaginary beins,
a friend or sibling. The basis for thie diffieulty is a normal develop-
mental stage of many preschool children. 1In this etage, the Piagetien
egocentric s:ese. the ¢u114 does not realize that there is any other
viewpoint than his own and operates om the agsumption that everyone
peseesees his own knowledge and viewpoiet. A child in this stage cannot
comprehend, for example, that some other person does not know who
"Noonie" is, and his rapport with that persom may suffer when, not.
knowing that Noonie is a neighbor's baby girl, the person asks such
‘ silly questions as "Is he a friend?...Your brother,...A pet...?" A
special aspect of this problem was stated by one psychometrist: "They
would get indignant if you didn't recognize names referring to other

children in the day care center."

Scoring

Scoring Categories
Responses to this question were first categorized into (a) usable

responses, those which named one or more perceived sources of liking,
and (b) unusable responses, cthose which represented no response, "don't
know," or irrelevant responses indicating the question was not under-
stood. Usable responses were then further categorized. Categories
for responses to the Who Likes You? question were developed to repre-

sent (a) obvious categories of relationship, e.g., mother, child



- 139 -

'friend, (b) catesories of part'cular 1nterest vis A vis the child's day
care experience, i.e., day care center staff and day care center children,
and public servan:s; and (é) catesories'sussested by the data-thenselves,
e.8., fantasy or TV characters,and the mention of speéific persons as =
not likins the child. . |
While for more extensive work a few broad categories may be mnst
‘useful and economical, the first efforts with this instrument concerned -
A # broad range of categories. Thus the fdllowins classification was
‘adopﬁed: | |
" Mother or mother surrogate
Father or father surrogate
Grandmother
Grandfather
Sibling(s)
Other (extended) family: cousin(s), uncle(s), aunt(s)
Child friend, specifically identified as day éare center child

Child friend, not specified as to whether day care child frienﬁ
or other

Fantasy or television characters
Public servants

Examiner

Day care staff

Other adults

Self

Pets

“Everybo'dy"

Other human - not identifiable as child or adult
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- Other - umable to be categorized in other person or animal category

Nobody ("Nobody likes me.")

A specific person aentioned as no: liking child (“Johnny doesn't
like me." "My sister doesn't like ne.")

Also tabulated for each child was :he total number of perceived
Sources of esteem mentioned. The totsl of 57 was arbitrarily assigned
to responses (such as "everybody") whicb indicated an 1ndecerminate |
number. ¥hen maans were determined on. the total numbar of perceived -
sources of esteem, the "§7" category was omitted from the tahulations

- Interscorer reliability, assessed by the percent of agregmenc

betwéen two 1ndependag; scorers on 40_:andoniy éeleete& tésponse records,
was 100% for fesgqnse quality, 992 for category placement, and 982 for

'number of sources mentioned.
Findings

'Abiliey to Respond
All of the 282 children in the sample were administered the Whe

" Tikes You? question. Of this total sample, 92% were able to give one
or more scorable replies. This percentage increased from 88% at age
3 to 927 at age 4, to 97% at age 5, although the overall differences
were not statietically'significant (x2 = 4,47, df = 2, p = .11).

The rcmaining percéntages in each case included the no response,
don't know, or irrelevant response ca:egories; Thus, this item is
satisfactory in terms of appropriateness for this age group: the
large majority of the children were able to handle this question.
There were no significant sex or race differences in the percentage

of children able to respond.
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| Number of Esteem Sources HEntluned
Table é3 presents summary data on the total number of soturces men-
tioned. A mean of 4.3 sources was mentioned by the "svarase child“

" in the sample (SD 2.5). Girls mentioned significantly more sources
than did boys (4 8 vs. 3.8)

TESLE 43
'NUMBER OF SOURSES OF PEREEIVED ESTEEM MENTIONED

Group | N Mean 2

All children 228 4.3

Age: 3 | 51 3.8
4 119 b6 ns

5 58 4.6

ex: - Male 118 3.8
<.,01

Female 110 4.8

Race: White 62 4.5
. ns

Black 72 4.6

»

Although the total number of sources increased with age, it was
not a significant trend. A two-way analysis of variance of total number
of sources indicated the significant effect of sex (F = 10.96, df =
1/216, p = .001), the nonsignificant effect of age (F = 1.83, df = 5/216,
P = .11) and the nonsignificant age by sex interaction (F = 2.02, df =
5/216, p = .08). The possible age trend in the total number of sources

mentioned was also investigated by correlating the child's age in mwonths
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with the t.otal number of sources uantioned m resultins low cor-
relation of +13, while statistically sunif:lemt at the .05 level
@_g_ = 227), indicated no appreciable relationship betmn age and
number of sources mentioned, o
‘l'he findins that the total nunbar of mtm mcioned was mmny,
if at all, related to the age of the child cases the concern that the
total mishc have been related to a child'c verbal facmt:y. mty span, |
or associational repertoire. If mh ware the case, the t:otal would be
expec:ed to increaseAwith age. It does nnt. therefore, there 18 some
indirect evidence for divergent vamuy. mtm: is beins msured
does not: exhibit cba:seteristics expected of a verbal or memory skill
item.
Thers were no sisnifhant vace differsnces in the number of sources

mentioned.

the Child's Family
It migit be hypothesized that the size of & child's family s

related to the number of esteem sources he mentions. When size of
family and total number of sources mentioned are correlated, the r of
~«14, while statistically significant (df = 227, p = .05), is so small
as to be insignificant for practical purposes. The correlation repre~
sents a frail inverse relationship, f.e., if anything, the mner. the
family, the more sources mentioned by the .child.

Categories of Esteem Sources Mentioned

Table 44 presents the sources of perceived esteem mentioned by the

260 children who gave scorable replies to the Who Likes You? question.



TABLE &4
ESTEEM SOURCES MENTIONED

NMumber of children  Percemtage of children

Source | - " mentioning source = mentioning source®

Child friend BT s |
Day.caré child friéad C 32 . | ’"l'12 '
Other child friend me 46

Sibling(s) | 96 o 49

Mother = 120 0 46

Father | 86 . m

Other (extended) family 43 o 17

Grandmother 34 | 13

Day care staff 31 12

Grandfather 24 9

Pets 18 7

Other adults (nonfamily) 16 6

Examiner 10 <5

Self 9 <5

Nobody 7 <5

Source of dislike 7 <5

Everybody 6 <5

TV, fantasy 5 <5

Public servants 1 <5

arercentages baged on N of 260 children except in case of sibling
as source where N 1s restricted to those 196 children who were
known to have siblings. Percentage total exceeds 100 because of
multiple responses.
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It should be noted that in the case of categories which could include the
mention of seketal‘separace persons, it was only the ﬁse of the category’
which was tallied. A child who mentioned three siblings, for example,
was tallied once as étilizins the siblingAeatesory.

Many categories were infrequently used. These categories might
ordinarily be combined into am other" catesnry but were retained for
presentation in ordgr to make the 1n£ormstion regarding :heir relative
iﬁfrequency available. Thus the domain of sources shauld be adequately
covered by che 1nitisl catesorization. However, a category .of "other"
was indeed utilised, al:housh not for the ‘traditional catch—all of low
frequency responses. The other” category containad those 52 sources
for thch spécifiéacicn of adult, child, etc., categories could not be
made, most probably because of the diff;eultieu inherent in‘thé egocentric
stage of the subjects (see previous discussion of this issue on Page 141).

Apparent from the findings presented in Table 44 1s the relative
salience of child friends, siblings, and parents as perceived sources
of esteem. These results clamor for comparative data from children
without day ca*e or preschool experience. Knowing to what extent these
family and peer sources are mentiomed by children cared for at home
could tell us a great deal about the possible impact of day care on
the early socialization of young children. It may be that the impor-
tance of the peer group, traditionally recognized and focused upon ia
discussions of the elementary school and adolescent child, is heightened
~in the child in group care. Without comparative data, speculation can

only be continued.
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Theée comments regardins e need for a control group apply equally
Jtn other categories, for embedded in these categories are da:a relevant
to sqwe_broad day careﬂissues. The parental categories are the best
examples here. Critics of early stoup care for childrén often hypothesize
that, "It weakens the faﬂily." While this study may point to the relative

saliencé of mother, the critie nay point to assumed diminished absolute

salience of mother (“Only 46% "y assuming non day care children

| would mention mnther more frequently. The need for eonparative data is

- paramount. Within the‘current data, however, one notes that the percent-

" age of children méntioning d#y care staff as sources of perc31V§8 esteem
18 a modest 12%. 'It appeats that in this regard mother is not being
usufped. From another point of view, that which nﬁderscotes the possible
contribution of day care experiences to the growing self esteem of the

child, one may question why so few children mention significant adults

in their day care world in answer to the question, "Who likes you?"

e, Sex and Race Comparisons of Esteem Sources Mentioned

Those sources of perceived esteem which were of considerable frequency
and/or interest were analyzed for possible age, sex, and race differences.
The results are presented in Table 45. Apparent in Table 45 is that sex
and race were the only variables relating to statistically significant
differences. Girls more frequently than boys mentioned family members
(mother, father and sibling) as sources of perceived esteem. There
was no complementary difference in the mention of child friends, however:
the two child friend categories did not show a sex difference in fre-

quency of mention. A significant race difference appeared only in the
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°mention of siblings as & sou. -e of pereeived esteen (black children men-
tioned siblings more frequently than white children) Ase differences,
not statiscically significant. indicated a trend toward the dininishing
mention of mother and siblinss and toward an 1nctease in the mention of
- child friends. |

| Because of particular interest in the impact of déy care éersonnel
.and peers, separate analyses were made of ‘the wention of day cate staffi
and day care friends as sources of percaived esteemt. The results are
preaented in Table 46. The results p:esented in Thbls 46 1ndicate that L
tbe mention of day carvs staff and peers was not sisnificsnxly :elated
to the child's age or sex. Althoush a day care child was mentioned
significantly more frequently by the white children than by the black

children, there was no racial difference in mention of day care staff.

Further Analysis of the Mention of Mother and Father

Presented here are data rela;ed to two questions: (a) If one
parent is mentioned, how likely is it that the other parent is mentioned?
and (b) Is the mention of both, neitber, or either paremt related to
whether the child comes from a two-parent, mother-only, or father-only
family?

Figure 18 shows the frequency with which children in each type of
family mention neither paremt, both parents, only the mother, or only
the father. Analyses of these data show that the mention of parents
tends to be a both or none affair, whether or not both parents are
present in the home. In mother-only families and father-only families,
as well as in two-parent families, the children mention either both
parents or neither parent far more frequently than they mention either

parent alone.
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TABLE 46
MENTION OF DAY CARE STAFF AND CHILD FRIENDS

AS ESTEEM SOURCES

Estm ‘source

Child frtend from

. Group L Déy care staff day care center
'a  N 2 BN 3
All childrem 31 260 12 32 260 12
Age: 3 Y 8 16 3 s§ 5
4 16 130 12 17 13 - 13
5 6 72 8 12 712 16
% = 1.61, df = 2, = 4.0, df = 2,
2" 45 p= .13
Sex: Male 16 132 12 21 132 16
Female 15 128 12 11 128 9
X2 = .01, df = 1, x2 = 2.58, df = 1,
- 5] ) R 11
'Race: White 6 69 9 13 69 19
Black 12 85 14 6 85 7
x* = .62, df = 1, x* = 3.86, df = 1,
B » 43 P = ,05 .

Notes.-—n = pumber of children mentioning person as source of
perceived esteem; N = number of children in subgroup

The significantly more frequent mentica of neither or both parents
than the mention of one parent only, regardlese of family type, may be
most parsimoniously explained as ar instance of paired associate learning.
The strength of the associative bond between the words mother and father
probably over-rides differential percepts of parents as esteem souxces

ip many young children in a test-like situation.




| 50#’. 54
50}
 § .40#~ | 35
§ 5o
S 20 A D
& 10} 9
L4 __ L 11 1
Neither Both Mother Father
only  only
Parents mnﬂoned . - S
a. Two-parem families (; *87.93, df =1, p<.001)

50 30 |
g 40 | S ”r
s 20
3 10~

| | 11 o
Neither Both Mother Father
only only
Parents mentioned
b. Mother -only families (x2=25.16, df =1, p <.00I)

S oo a3
for =
g 30 21
s 20
R 10

Neither Both Mother Father
only  only

Parents mentioned
c. Father -only families (Fisher's Exact Test, p=.03)

Figure 18. Children's mention of both, neither or either parent in
answer to the question, "Who likes you?"
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The magnitude of ﬁhe percentage of_childr#ﬁimentioning neither parent
is a zatter for Empirical iﬁvestigatioh; and the quesfibn Sf‘ﬁhéthér a
group of nonday care children would give sinilar results should be studied.
It has also been speculated that. had the question been phrased in terms
of, ‘"Uho loves yon? * parents might have been mentioned more frequen:ly.

- This possibility is gtaated as a 1ikelihood and deserves empirical attention,
but the word "likes," spoken with the tones of "warm regard" hat the
psychometrists were trained to convey, comes closer to the variable that
this study wished to measure. If asked. "Who loves you?," a child by
reason of pnfaij verbal gséocisttve_lea:uins'eoald'easily respond conven-
tionally, "Momiy loves me,"” for example,’ and‘ still not have conveyed in

| his response the sense of_perceivins hinself-aé really ésteamed by his
mother. It is felt that the present approach geta closer to perceived

~esteen and further from conventional, unreflective responses than having
used the word "love” would have.

| Results presented in Figure 19 relate the mention of mother, father,
both, or neither parent to type of.familv (two-parent, mother-only,
father-only). Here the menfion of mother represents the total of mention
of mother alone together with mention of mother in conjunction with men-
tion of father. The mention of father is analogously defined.

The only statistically significant relationship between parent(s)

in the home and ﬁention of parent(s) occurred in the case of the mention _
of father. He was mentioned most frequently in father~only familiies
#nd least frequently in mother-only families. The mention of mother,
however, was not significantly related to type of family. She was

meniioned equally (within statistical error) im two-parent, mother-only
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and fachefédnly families. The mentibn of the absenﬁ parents in one-

" parent families (mother wﬁs mentioned in 43% of father-only families;

father was meﬁ:ioned in 23% of‘aother-only.families) is a hishly

- interesting finding. Perhaps mother is only a fond memory and father
. may visit once a mnneh. To be a source of percéived esteen for a ére—

school ehild may be a nattet of the proverbial qualify, #o: éuadtity. :

~ Summary and gggg!gggationé .

The Who Likes Yoﬁ? éoﬁponeht is easily a&ministered and reiiably
seétéd..it-yieidé highly 1ﬁteré§£1ns data relaﬁins ﬁé a ehild’s |
peréeptioﬁ of others in his world who can contribute to his develoéing
sélf—regafd. It should be‘:etaiﬁed.in the Inventory, and furﬁhér work
should ex#lore the impact of group care axpetience»and differgnt gotté
'qf groﬁp éafa e#petiénééﬁ on a child's oumber and typé of perceiéed

esteem sources.
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THAPTER 13 -
" GOOD PERSON AND BAD PERSON

The Good Person and Bad Persén questions were included in the
Inveatory im an attempt to undefstand certain aspects of a child's
dgveloping‘qeifeconcept. It was reasoned that only the roots of what isA
calléd'seiF-concept are being formed in children in the age range of
ﬁhis study. It»ﬁas also reasoned that cohcep:ualizatioh of an-”idéal '
self" preceeds aetual self concept, that fitst a child develops the
framework of what is desirable and not desirable, and only later con- A 
strues his view of himself vis—i-vis this ideal. Thus. to assess :he“ .
major evaluative dimensinn of the developing concept of ideal aelf
the Good Person and Bad Person questions were used. The texts of
these questiona. preaented at separate points in the adminiatration of
‘ the Inventory;are as follows. |

Now I have another question for you.  Let's
think about what a good person does. We all
try to be good people, don't we. What does
a good person do?

Now here's another question for you Ve
all try not to be bad people, don't we.
(Pause) What does a bad ckild do?

A child's response is followed by a "prompt" askisg for additional
responses.

It should be noted that the questions are not strictly parallel in
wording. As discussed in Volume I, the phraseology of "good person"
and "bad ch1ld" resulted from pilot work 1nd£cat1ng'good comprehension

and range of response to the present form of the questions.
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Administration and Scor;gg'

The psycﬁsﬁetrists' reports regarding these questions were mainly
general comments to the effect that the Goed Person questicn was among
the most difficult of items for the children but that the Bsd Person
question uas much sssier for them to answer. Thsy felt, howavsr, that
rapport was not sacrificed for these ques:ions anﬂ thst a child could
feel comfortable in saying, "I don't kmow."

Response cstssoriss were developed on the basis of respsnses |
cbta;séd 15 pilot :eseing snd fisld”evsluasian. ‘The sane eategories
were utilized for both the Good Person and the Bad Person question so
that their relative use in the two questions could be assessed. A
given cstegory specifies only the content area of the child's response
and not ths direction or vslence of the response, which is related to
‘the particulsr qnestion asked. An illustration may make *his point
clear. The responses, "Gets mad at his siste:“ (to the Bad Person
Question) asd "Doesn't get mad at his sister” (to the Good Person

| duestion) are scored 1# the same content category, anger/hostility.

The cacegories ncilize&, together with some illustrative responses,
are the following:

a. Minimal/vague, "Acts real good," '"Does bad stuff" (unelaborated)

b. Plays. "Plays with toys"

c. Prosocial. "Helps people,” "Doesn't share things"

d. Aggressive: a combined category composed of five specific

categories:

1) Anger/hostility. '"Doesn't stick out his tongue at people,"
"Gets mad and slams the door"
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2) Asgressive. £. shts, hurts, "Doesn't hurt people," "Gets
~ {nto fights"

3) Aggressive. kills

4) Aggressive to animals.

5) Destructive to objects.

€. Consequences: A combined category composed of three specific
categories:

1) Consequences, corporal. "Doesn't get a spankins
2) Consequences, tangible. "Gets candy”
3) Consequences, other. "Has to sit in a cornexr"

f. Rule éonforﬁity'. a combined caeegory of six specific categories
‘releted te rules, instructions, and prescriptions of social conduct:

1) Obedience and politeness. "Says 'thank you’ and please' "
- "poesn't do what his Dad says" :
- 2) E:ting-related behavior. “Eats all his food,” ”Spills his
milk
- 3) Cleanlinsas/neatnasa. “"Cleans his room," "Gets all.mnddy
5) Accomplishes. Reads, makes good paintings, dtesses self
6) Lies/steals.

g. Other: A eembined category of three ca:egories:

1) Crying '
2) Physical prowess and attractiveness. "Is strong," "Is
real ugly"
3) Other: responses not classifiable in above categories.
Interscorer reliability, determined on the basis of two scorers
independently categorizing responses from 40 children, was greater than

§02 for all dacerninations made.

Fiodinge

The results reported here are based upon the 279 children asked the
Good Person question and the 275 children asked the Bad Person question.

Ability to Respond

Eighty percent of the children were able to give scorable responses

tov the Good Person question, and 87Z were able to give scorable replies
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to the Bad Peiéon question. Both questions shdwéd sigﬁificant ége effectsn
in sbility to answer the question (Good Persom: x = 6.57, df = 2, p =
.04; Bad Person: x? = 8,62, df = 2, p = .01). On the Good Person quastion,
the percentage of children stving scorable replies increased with age
(712 at age 3, 77% at age 4, 892 at age 5), while for the Bad Person
question fewer 3-year-olds (773) save scorable responses than &-year—olds

and S5-year-olds, (912 and 902 reapectively)

Neither question showed sex or race differenees in the ability to

give a scerable reply.
Number of Responses

" The total mmber of responses given to the Good Person and Bad
Person questions were about equal. The mean mumber of responses to Good
Person was 2.4 (SD = 1.4) and to Bed Parson wns 2.3 (SD = 1 3) ?or eacb
question, there was a siguificant relationship between ase and number of
responses given.' For Good Pereon, 3-yasr-olds gave an averase of 1.9
'reséonses, 4~year-olds gave 2.2, and 5-year-olds gave 3.0 (F = 10.80,
df = 2/219, p = Q.OOS). For Bad Ferson, age-related results waré
strikingly similar to those for Good Person. Three-year-olds gave an
average of 1.9 responses, 4~year-olds gave 2.1, and S-year-olds gave
2.9 (E = 11.07, df = 2/237, p = <.005). Tukey's tests showed that for
bo:h questions the total number of responses given by 5~year-olds was
significantly greater than that for 4~year-olds or 3-year-olds, the
latter two groups not being significantly different in total number of

responses given.
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Mode of Response

Of interest wa§ the children's mode of tespthe. 1.e.§ whether
respénses to each question were stated positively (e.g., does something),
negatively (e.g., does not do something), or in the form of an example
(e.g., "I was playing and some kid hit me."). It éaemad poasible tt.¢
Good and Béd'Pe:son respanses might differ in the relative frequencies
of . these modes of response and that subsroup diffe:ences nisht also be
found. ‘

Results indicated that Good Pereon and Bad Person responses wara'
overwhslmingly stated in the posi:ive mnde (912 fot Good Perxson, 96!
for Bad Person). The negative mode was utilized 1nfrequent1y (4% for
 Good Person. 5% for Bad Persom) as was the use'of examples (5% for

Good Person, 12 for Bad ‘Person). There were no éiffe:ences in mode of

| response between Good Person and Bad Pexson responeea. nor were there
age, sex, or race subgroup differences in the mode of response :or
either question. | | |

The high frequency of responses in the positive mode 1s impressive
when the seeming relative frequency with which children are exposed to
concepts stated in the negative mode (@.g., "A gﬁod girl éoe&n'ﬁ stick
out her tongue”) is conaidered. Ome could alsc note that a major
definition of a good person for Judee-Chrigtian culture, the Ten Command-
mnents, utilizes 20X positive mode vS. 80% negative mode in the King James

Version of the Bible.

Mention of a Specific Person in Response

In responding to the questions, some children spontamnecusly men-
tioned specific individuals as examples or, more frequently, as partici-

pants in the behavior they were describing. Although overall, these
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responses were not cemmén, they occuiréd‘with sufficient frequency td
warrant frequency analysis. fbe mention of one or more specific persons
occurred in 13% of the responses to the Good Person question and in 8%
of the respunses to the Bad Person question (McNemar's test of this
diffetenne indicated a trend toward significance, p = .07,) These data
should be interp:eted only in a very tenuous faahzon The fact that
descrip:ions of a sood person more readily call a aodel of :hat beh&vior
to a child's. mind than do descriptions of a bad peraon.night suggest

- that the Good Person concept is somewhat more concretely based during
this developmental period.

Categories of Reggggses | | |
| Table 47 classifies the responses to the two queations into the

specific and comhined catesnrtes. The presentation of findings resardihs |
the smaller specifie categories is made here for the interestad reader,
but all further analyses utilized the combined ca:egories.

When each question is eonsidered separately, Table 47 reveals
~ that the Good Person responses occurred most frequently in the rule
conformity category (35%). The prosocial and “other" (162 each), the
-miAimalfvague and plays (14% each), and the consequences and ass?eseive '
(less than 5% each) followed. 5ad Person respomses occurred predomi-
nantly in the aggressive (43%) category. This category was followed by
consequences (23%), rule conformity (17%), "other" (92), and minimal/
‘vague, prosocial and plays (less than 5% each). Thus, Good Persen
| is seen as defined most frequently by obedience to authority and to
general standards of socially facilitating and gracious behavior. Bad

Person 1s defined with more consensus and more specificity; most fre-
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TABLE 47
RESPONSES TO GOOD PERSON AND BAD PERSON QUESTIONS

- Question

Cood personp' Bad person”

‘ a E— ‘ A
Category of respomnse a g a p
Minimal/vague 32 14 % 6
‘ Plays 32 14 N 0
Prosocial 36 16 4 2
Aggreasive: 2 1 104 43
Anger/hostility 0 -0 & 2
Aggressive: fight/hurt 2 1 79 33
Aggressive: kill o 0 4 2
Aggressive to animsls 0 0 2 1

~ Destructive to things o Y 15 6
Consequences: 9 4 58 24
Consequences: ' corporal 2 1 20 8
Consequences: tangible 4 2 6 3
Consequences: other 3 1 32 13
‘Rule conformity: - ' ' 76 35 &40 17
Obedience & politeness 19 9 31 13
Eating~related behavior 20 9 2 1l
Cleanliness/neatness 18 8 4 2
Works 8 4 0 Y
Accomplishes 10 4 0 0
Lie/steal 1 1 3 1
Other: 35 16 21 9
Crying 0 0 8 4
Physical prowess 4 2 1 2 1
Other 33 15 11 5

®pirection of child's response differs for Good Personm and Bad Parson
tallies. For exasmple, in the prosoclal category a child's response
to the Good Persem question might be, "He's friendly,” and to the Bad
Person question might be, "Ha's not friendly."

bPexceatages based on N of 222,

°Percentases based on N of 240; total of percentages exceeds 100
because of rounding errors.
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quently a bad petson 15 desc:ibed as one ﬁho‘engageé in aggregsive
behaviors.‘ ‘_ N

The frequencies in each :eapohée category for Good Person and Bad
Person were compared ntilizing Hcﬂehsr‘s test for the significance of
changes. Results indicated significantly different frequencies in the
case of each category. Probabilities ranged from .02 to <.0001.
" The consequeacea ca:esory requires comment. This catesory was not
expected on the basis of initial pilot work but appeared. as 15 apparent
in Table 47. with considerable frequency during the actual assessment.
It will be recalled that the ques:lons aaksd. "ﬂhat does a (good person,
bad child) dot" The uotdtng reflected cur intent to aesess the child‘
description of a hypothetical pcrson s behsviar. not’ the cnneequences
of that behavior. Yet many ehildren gave responses. such as "Gets
sent to bed" and "Gets candy," uhich clesrly refe: to consequencea.
The frequency of responses describins eonsaquences rather than their
preceeding behaviors seems all the more notable when consequences ‘were
- not specifically solicited. It would appear, in the case of the Bad
P§rapn qdestion eépeeially, that for these young children it ias often
not g characteristic of the act itaself but the consequences of the act
which give the act its evaluative meaning. It 1s as though these chil-
dren were saying, "Bad is what you get punished for" and, to a much
lesser extent, "Good 1s what you get rewarded for." They are stating,
af course, the rudiments of reinforcement learning theory. Attention
is called to the significently different frequency of responses of this
sort for Good and Bad Person (4% vs. 23%, respectiveiy). This difference

| may reflect a difference in the child's world between the frequency
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with vhich good behavior is remrded and bed behavior is punished.

The differences which occurred hetween Good Person and Bad Person
responses in relative frequencies within the miullvague and plays
ea:egories also deserve comment. Responses in these eategories waere
much more frequent m Good Pe:son descriptions (14% and 14X, respectively)
than in Bad Person responses (6: and 0%, respectively). In a sense the
plays category is very close to the nininallvssue categoty: “Plays,
"Playa nicely, and “Plays with his toys" are quite nebulous responses
in terms of specific behav;l.ers that can be_i@ent;fied. A marked dif-
ference occurs then fn the definition of the Good and Bad Person in
cetms of the'greate: ‘use of genmeral, mspecifie“concept‘s' in defining
Good Person.

Teken together, these results emest that the coneept of Bad
Person is more focused in del:l.neat.ion, gore ‘specific in behavioral
"referents, and more frequently identified by behavior comsequences
thae is the concept of Good Person. The concept of a good persom is

: .m‘te vague, less specific in behavioral referents, and is less fre~
quently identified by comsequences. In terms of implications for self~
concept development, the child would seem to have an easier task
identifying the negative rather than the positive pole of an ideal self
image and to be clearer in identifying negative rather than positive
aspects of himself.

Age, Sex and Race Comparisons. Subgroup comparisons showed twe

‘significant sge-related differemces on the Good Person question and
one such difference on the Bad Person question. Regarding Good Person
definitions, prosocial responses increased with age (4% at age 3, 182
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at age 4, 212 at age 5: ’xz = 6,53, df = 2, p =~ ;Oé). and rééponses '
classified as "other" decreased with age (261 at age 3, 162 at age 4,
. 8% at age S: x2 -6, 76 df = 2. p" .03). For the Bad Person question,
responses in the aggreassive cataspry tncreased with age (35% at age 3,
392 at age 4, 582 at &se S: x - 8 56, df = 2. g- .02). While these
results support :hs dewalopnental nature of ecneepts of Gnod and Bad -
Perspn, the ;hagngg of more agg-:elated_finéinss_suggesta that the
preéchool period of 3 to 6 years does not involve marked age changes
and might best be characterized as a stage to ‘be differentiated frcm
other stages :ather than a period of sradual prosression These :
comments are offered teatatively. for 1t>mish: well be that this
measure ie me:ely 1nsens£ttve to sctual age prosreeeions.‘
Sex and race sub;roup cunparisona yielded no indications of sisn1£~

icant diffetencea. Whatever the canccpenalization of good and bad per~
son is for these children, as neasured by tha present study 8 questions,
it is common to black and white, male and female.

Sumnary and Recommendations

The children's responses to the Good Person and Bad Person questions
.1nd1cate interesting similarities and differences. Both questions were
answered predominantly in the positive mode. Defining a good person

vag a more difficulf task: fewer children were able to give a scorable
response to Good Person than to Bed Person, although the total number

of responses given by children who were able to respond to the question
did not differ. Good Person responses secmed less specific and congen~
sual and most frequently referred to obedient, socially confo:ning
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behavior. Bad Person, on the o her hand. vas most frequently defined
in tem of aggresaive behavto: and as a function of consequences
experienced. |
The results suggest the hypothesis that defining the negative role
of idesl self-‘magé and defining uegatvive aspects of himself may be an
eaaier task for young childrea than the positive counterparts uf these 1
self;-related behaviors. It 13 felt thn t:hese neasures npen up mte:- |
esting further ques:ions. particularly that of the contribution of |
_s:ru_c;ured group expe:ime on these dm;op;ng._cmgpts. It is
‘recommended that, t!es’pite their relative difficulty for children,
these measures be maintained in future work. It is also suggested
- that the use of stric:ly parunel forms of the qoeetions be investi-
gated (i.e., good child~-bad child).
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'APTER 16
BODY PARTS

in the Body Parts cohponen: thé children are asked to point to
various body parts in response to the psychumetrist 8 request. Instruc-
‘tions to the psychometrist are: |
Have the child get up frun his chair and
- stand several feet from you. Stand up
: ynnrself.if you feel like it. Then say:
"Let's see you touch your " Repeat
this phrase for each item. Score responses
on record form. _ N o
" The six items of this componenz ‘are shoulder, chest, eyelash, m::lst,~
knee, and chia. Each response 1s scored pass or fail by the psychometrist.
Strict scoring is called for: e.g., if a child puts his hend on his thigh
for "knee," it 1s scoxed as a failure. Special care is required for
‘evaluating the response to eyeiash to assure differentiation frum eyelid

or eyebrow responses. The total score on thi.s component represents

the number of items the child :orrectly identifies.

Administration and Scoring

The psychometrists felt that this component was a successful one
in terms of the child's interest and cooperation. Most children liked
this item and the bodily activity which was required comtributed to
variety within the Inventory.

A suggestion was made that the component might be improved by
" presenting a very easy item first and last. ("Show me your hesd" or
"Show me your hands,” for example.) The child's feelang of success
could thus be enhanced.
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One item, chest, was identifigd as a posgsible source of unreli-
adbility in scoring. Criteria for pass-fail on chest had not been
identified prior to field work there having been no dtfficulties in
pilot testing. The 1ine of demarcation between chss: and stonach was
a source of difficulty in several instances in the field, however, and

-

different e:aninars may possibly have scored identical responees
differently. B

. Findings

a 1str1§gtion of Total Scntes .

| | The Body Parts con@onent was administered to all 282 children. The
total scores ranged from 0 to 6. The distribution of the total scores
is presented in Figure 20. The distribution was ecnewhat skawed in

" the direction of higher scores. Hhile skewness of any sort ia not
desirable psychometrically, the rapport that occurs when a ccnponent

is not "hard" or discouraging for most of the subjects conpensates

gomewhat. The mean of the total scores was 3.9, with a standaxd
deviation of 1.4.

Item Analyses
Considered here and presented in Table 48 are results which allow the

‘nternal consistency of this component to be inspected: the difficulty
of each item and its discriminability. Item difficulty {s represented

| by the percentage of children passing the item. Item discriminability

is represented by a biserial correlation and is reflected by the average

total scores of children who pass the item and those who fatl the item.

It can be seen in Table 48 that item difficulties ranged from 27%



-~ 166 ~

20

e N\
0\ O
T

% of children

o
T
o

9

«»
T

3

O I 23 45 6
| - Total score
Figure 20. Distribution of the total scores of the component

Body Parts.
TABLE 48
ITEM ANALYSES OF BODY PARTS
Item (in Z of Biserial Average total Aversge total
order of children correlation gscore of score of
increasing passing with children children '
difficulty item total score who pass item who fail item
Knee 91 .91 4.2 1.2
Shoulder 84 .89 4.3 1.9
Chin 84 .88 43 1.9
Eyelash 57 77 4.7 2.9
Chest &9 .66 4.7 3.2

Wrist 27 .71 5.2 3.4
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passing Co.élz passins; This sgréad of difficulty in the items could
be .improved (é) by addiug an item in the veri difficult cstegory.(<202)
and by adding items to the mnderate range (602 to 70%) and (b) by
‘removing one of the cub items which had a diffiéulty level of 862.
.The item correlations with total score were very satisfactory Thay
were all positive and quite high. While higher eorrelations misht
possibly be boped for, the restriction in the ra#se of possible scores
for both the items and the total score impedes the 1ikelihood that
improvement could‘be substantial. The discriminability of each 1ten
is further illustrated by :he difference in total scores of children |
who passed the item and of children who failed the item. These
differences were sisnificant beyond the .01 level for each item.

The interitem consietency of this component, as assessed by
the Kuder-Riehardson formula 20 vas .39. 1ndica:ing that there was

pot a great deal of homogeneity 1n the items.

. Subgroup Analyses of Total Scores

Table 49 presents the means and standard deviations of the Body
Parts total score for the total sample and for age, sex, and race
sﬁbgroups together with the significance and (p) for tests of subgroup
differences.

Inasmuch as a performance on Body Parts is assumed to reflect
cognitive differentiation of physique elements, the total score
should increase with age. The statistically significant differences
among the age groups, then, leads to confidence in the measure. An
analysis of variance indicated that significant differences appeared

" in the age subgroups (F = 11.47, df = 2/279, p <.01). Tukey's test

L
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TABLE 49
-SUBGROUP MEANS AND STANDARD DEVIATIONS FOR
THE TOTAL SCORES ON BODY PARTS

Group o  Norn - X - s 2
All childven . 282 3.9 L4
Age: 3 e 3.3 1.5 |

. | %2 39 14 .01

s . 1 46 - 11 - -

Sex: Male - 143 3.9 1.4 -

Femele 139 3.9 1.5 .

Race: White 73 4.2 11 |

Black 86 3.8 1.6 02

subsequent to this analysis indicated that significant differences
existed between each age subgroup mean (3<4<5).

Predictions regarding sex and race subgroup differences in total
score were not made. No sex differences were found. Differences
appeared, however, in the race comparison. White children scored
higher than black children (t =~ 2.02, df = 156, P = .05). Interpre-
tation of this finding awaits further analyses.

Recommendations

It is recommended that this component be retained in the Inventory

with the following revisions:
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a. For the sake of rapport this component should begin and end
with a very easy item which all énbjects can pass. Theée items need
| ndt encer into the scoring of the component. .

b. Items should be added andlor snbstituted in order to increase
:he range in difficul:y. the representation of the niddle range
of difficulty shonld be increased. | | -

c. A ¢efinite pass-fail criterion for scoiing "chest" should

be set; the area between waist and neck would seem a clear criterion.
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¢ CHAPTER 15

WISH

The Wish quistion was included ip the Inventory to explore expres-
siuns of personal desires, one aspect of the child’s phenomenological
self. The text of the Wish question 1s as follows:

Let's pretend you can wish for anythiﬁg
you want...anything in the whole world.
1f you had a wish and your wish could
come true, what would you wish for?

Follawing :he child' tesponse, the examiner asks for the reason(s)
fot the wish ("why wculd you want ) and, if necessary,

clarifies the 1deat1ty of the thing wished for.
- Administration and Scor;gg‘

The exaniners reported that this question seemed quite difficult
for the children. Examincrs sensed that most children seemed unable to
adopt the reflectivity aqd long~-range orientation which would charaeterize
the response of an olderichild or adult. Unable to ccnpréhend or cope
with selecting “aﬁything in the whole world” some childrenm reportedly
scanned the room for situatiomal cues to a response. One examiner
reported she felt this question “"separated" the children into those
who could handle the reflectivity required and those who were nonplussed
by 1it. |

This question was felt to be a poor chofce for the last component
of the Inventory, particularly for those childrem who had difficulty

with it. Any series of measures utilized in the future should conclude

with a "success item" for all children.
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The children's wishes and reasons were categorized according to
the content observed in the respomses. The reliability of such scoring
was high. Two scorers independently scoring 20 records achieved 95%

agreement.
Findings .

The findings regarding'the;numbef‘of children able to give a
scorable response io the Wish question éuppbrt the examiners' impres—

- sions of the relative difficulty of this qugstion. Oof all children
asked the question, only 78 92 were able to 31ve a scorable reply.
Abilicy to answer the question was not related to sex or race but was
significantly related to age (x° = 13.50, df = 2, p = .00L). a3
years of age 67.2% of the children could answer the question, at &
 years of age, 77.0%, and at 5 years of age, 92.9%.

- Children giving‘scofable responses mentioned an average of 1.2
items they would wish for. No sex or race differences appesred in this
figure, ond age differences, while significant (F = 3.88, df = 2/207,

| p_ <.025), did not point to lai:ge differences nor conmsistent age trands.
Four-year-olds gave more responses (1.3) than either 3- or S-year-olds
(1.1 each).

Table 50 presents_the categorized responses of the children tec the
ﬁish question. The categories have been grouped to parallel classifica-
tions used by others in investigating the expressed wishes of older
children. Included is the notation of any age, sex, or race differences
which were found in the frequency of any response.

It can be seen from Table 50 that material objects or possessions

were the most frequent wishes mentioned and that food and toys lead
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TABLE 50
RESPONSES TO THE WISH QUESTION

. —

2ercentage :
of children Subgroup
~ Response | | mentioning® differences

Material dbjects or possessions
- Food o . S 16.2

Toys: Bsex stereotype& (e.8.,
o dolls, for girls, toy

| trucks for boys) - 12.0
Toys: sex neutral (e.g., | o : : S '
-+ bicycle, swing) - 11.0 Sex: girls> boys.,
A | : P ™ .04
Adult supplies (e.g., camera
telescope) 7.1 | 4
Vehicles ' 5.7 Sex: boys > girls,
2 = .0007
Money | 2.9 Age: 3<4<j, p=
' ’ .02
Cloth:l.ng 2.9
HBousing and household goods 2.9
Self-enhancement or development
Learn (e.g., to read, to draw) 4.3
Be or be 1like fantasy character
(e.g., Batman) 3.3

Improved stature or physical skill 1.9
Relationships and companionship

Related to peer 3.8
Related to father 1.4
Related to mother 1.0
Other

Pet 15.2
Pleasant event (e.g., birthday) 5.2
Fantasy character (e.g., wish for

the Easter Bumny) 4.3
Other 12.0

arercentase total exceeds 100 because of multiple responses.
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the 1list of things desired. Wish for a pet was also frequently men-
tioned; wishes related to self-enhancement and development and to rela-
tionships with others were felaciﬁelﬁ infrequent. Attention is alsc
drAwn to the facﬁ that subgroup differences were sceﬁt: the items
wished for did not vary appreciably bﬁ age, sex, Or race.

Interﬁ:ecationof these data 1s hazardous without comparative
daté.- Unfortuﬁhtely. ho responses from children‘ﬁithaui‘gtoupiéare
experience are available, and previous gimilar research has in&olved
only older children. fﬁis ﬁrevious research has tended to show, as
in this.s;mple; avpreféndersnce of wishes for material posseésions .
{(which decline with age) and more desires in the self and relationship
categories (which increase with age). It may be that our datas represent
gimply a downward extension of trends found with older children. Mos:
'parsimoniously they should be regarded as such. At some point, howaver,
it may be advisable to investigate if the prevalence of creature comfort

items, food in particular, is merely a reflection of the developmental
.stage of the children or reflects a dimension of deprivation that
'would not appear in other groups of children of the same age. It
would be interes:ing also to imvestigate under what conditions wishes
regarding the self are increased or diminished.

The reasons children gave for their wishes referred primarily to the
appropriate use of items (e.g., "to ride it") or to global foecc
-associated with the item (e.g., "because I like dogs"); thus the
content of these reasons did not prove particularly enlightening or

interesting. There were no subgroup differences in reasons given.
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Recouﬁendations

The Wish question was found to be a difficult one for preschool
c¢hildren. fhe findings suggest, however, that it may be useful to
retain this question if, in futuﬁe work, group care and nongroup care
children are to be eonpéted. It should not be the'concludins-»émponent
in the Inventory; the final ccmyonent should be an enjoyable item on |
wbich all children can easily feel they hava performed successfully.
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CHAPTER 16
CAMERA GAME

Camera Game attempts to assess expressive aspects of affective
development in children. Additiomally, it provides an opportunity to
Judge the ehild‘s role playihg ab111€§ and his enjoyment qf'fantasy}or
pretending. In Camera Gamg, the child 1s asked to reproduce five mood =

_ expressions'(bsppy; sad, sleepy, mad and'séared) while the psychometrist
preteﬁ&s to take his bictuxé. The ptucedute and inscructions are as

:folléws: o . . . o .

Say, "Now let's play another pretend game.

Let's pretend that I have a camera and that

I'm going to take some pictures of you. Here

is my camers.” (Pretend that you are getting

ready to take picture of child. Bold up your

hands to form a camera and aim it at the child.

Say, “Click," and move your index finger ae

1f pushing the shutter after he has produced

each response. It is important that you

enter into this game with guste and make it.

fun for the child and for yourself.)

After demonstrating the pretend cawera, examiners are told to
introduce the first mood stimulus as follows:

First, I want to take a picture of you when
you're very happy. Show me what you look
like when you're very happy!
After the subject produces his response, examiners are imstructed
to say, "Click," in order to emphasize the "let's pretend" atmosphere.
Instructions for other mood stimuli parallel those for "happy."
Responses ace scored by the psychometrist in the following categories:

+ A really good response. Easily recognizable
without knowledge of stimulus word.

+ A wmarginal response. Fairly good but some
ambiguity possible without knowledge of
stimulus word.
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= A response is produced but, in terms of the

‘ stimulus word, 1s unrecognizable or inappro-
priate.

NR No response. | ‘

An additional’scoring category is utilized for noting gross mbtor
Acoﬁponents when a child ut{lizes postural and gestural means of expres—.
sion; Finally.‘thevéhild is rated on his eﬁjoyment of the pretending
involved (from 1, seems.to_relish_p:e:endins;':o 3;'seems uninvolved
with fantasy aspects of game).

'Aﬂdihisgiaﬁién :
- The esaminers feedback resarding Camera CGame 1nd1cated some
vagaries in 1ntreduc1ag the child into the taak. Some children
- reportedly wanted to do the pretend. picture-taking, and same gave
verbal associstions rather than affective display (e. g., "Hbmmy got
mad at me" for the stimulus mad). Such difficulties, however, were
not extens;ve.

The examiners stated they felt they were consistent over time
and children in judgins‘expressiona. gross motor involvement, and
fantasy enjoyment. Some wondered, however, if they would be consistent
with other examiners in their scoring. The issue, of course, is that
of interscorer reliability.~on which pilot data had been obtained
prior to utilizing Camera Game in the Inventory. These data provtﬁe&
confidence that different raters made sufficiently similar scores.

The concern expressed by the examiners emphasizes the fact that par-
ticular attention should be given this matter in further development
of Camera Game and in future training sessions with psychometrists
who will administer the Inventory.
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Findings

Distribution of Total Scores

The Camera Game was administered to 272 children. The remaining
- 10 children in the total sample of 282 are those with whom administra-
~tich.of the Inventofy wvas discontinued prior‘to the aﬁpear&nce of
Camera Game in the beqngnce‘of components (third from last). The total
scores ranged from 0 to 5. Figure 21 presents the distribution of
these total scores. It can be seen that the distribution by no means
approached'the desired nofnal dis:iihution. ‘There was too hish 8
pe:canﬁaée of children with céilihg and floor scores (all right or |

all wrong), and the peak comes at one extreme rather than centrally.

§3o~ 26
= 2l 20

£ 20}

s 112 40

« 1]

0O I 2 3 4 5
Total score

Figure 21. Distribution of the total scores of the
Camera Game component.
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Item Analyses

Table 51 preseﬁts the item analysis dat# for Camera CGame. Item
difficulties,represented by the percentage of children succeeding on
each icea, ranged from 452 to 78%. This range of difficulty is too
restricted and too skewed 1n the high direction.‘ This component
should thus be improved by addins 1tems to achieve a greater range of
difficulty and by adding ome item which centers around the 50% difficulty

level.
- TABLE 51
ITEM ANALYSES OF CAMERA GAME
Item (in 2 of Biserial  Average total Average total
ordexr of = children correlation score of sco-a of.
. increasing passing with the ' echildren who chiidren who
- difficulty) item total score pass the item fail the item
- Scared 45 .87 4.3 2.0
Sad 53 .86 4.1 1.9
Mad 57 .95 4.2 1.6
Sleepy 74 .99 3.8 1.0
Happy 78 .87 3.6 1.0

The discriminability of each item, reflected in its high correla-
tion with the total score is exnellent. Comparison of total scores of
these who passed the item and those who failed the item further illus-
trates this discriminability: each difference was significant at or
beyond the .05 level. mp._g‘mk item was highly successful in its

contribution to the total sé&te.
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‘vThe intefitem cénéisteﬁc) of this cémpbnent as'assessed By the
Kuder-Richardson formula 20 was .60. indicating that there was moderate

homogeneity in the items.

Subgroup Analyses of Total Scores | )

Camera Game totél écétes (means and standard de&iadoﬁa) are gi\fen
'in Table 52 for the ﬁotal sample and‘ for ége; sex, and race.suﬁgraupé.
Referring to Table 52, the skewneas of the distribution which was

- illustrated in Figure 21 is again apparemt. The mean score was 3.0 for
this component, vhich has a m:lm possible score of 5. The stan&ard

deviation of 1.7 indicates acceptable variability.

TABLE 52
SUBGROUF MEANS AND STANDARD DFVIATIONS OF
THE TOTAL SCORES ON CAMERA GAMF

Group N or n X SD 3

All children 272 3.0 1.7

Age:s 3 64 2.2 1.7
4 137 3.2 1.6 .01

5 71 3.5 1.5

Sex: Male 138 3.0 2.0
.99

Female 134 3.0 1.9

Race: White 71 3.4 1.9
.87

Black 82 3.4 2.0
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An {ncrease in the mean total scérevwiéh,age was eﬁpeetedAod the
basis that the sbiiity to produce emotional éxpreésions accuratelyA
develops with age. The age subgroup data in Table 52 indicate that
 this expécted increase was found. An analysis of variancé'indicate¢
that significant differencee existed in the means (F = 11.33, df =
2/269,_g,<.01). Further analyses'bj Tukey's test of age differences.
in these means indicated that the differenée between thevé-'aﬁd 5-
year-olds, however, did néc ‘reach significance (3<4-5).

ﬁo séx or race differe#ces in tocal‘score'were prédintediand

none wvere found.

Sumary and Recommendations

An improved Camera Game should be included in further work with
the Inventory. This component reflects development with age and its
individual items possess splendid discriminability. Its\difficulty
range and skew, however, represent serious shortcomings,and confidence
in interrater reliability may profit from further attentien.

The following specific suggestions are mace:

a. Additional items should be developed so that range and mean
difficulty level approach the optimal more closely.

b. Further interscorer reliatility studies should be conducted,
and any appropriate revisions which would increase this reliability
should be made in the procq@ure.

c. Special efforts should be mede to assure acceptable interrater
reliability of field psychometrists, and their confidence in their
reliability, during training sessions, i.e., train until a satisfac~

tory level 1is achieved.
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APPENDIX
GLOSSARY OF STATISTICAL TERMS AND SYMBOLS
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| Glossary of Stafietical Termé and Symbols

Term and/or symbol - . Definition
co::gigcion‘(r) - o A'cérrelation is a number expreséins to

what extent two sets of scores are

related or vary together. The possible
range of a correlation coefficient (r)

is from 1.00 (a perfect positive relation- .
ship between two sets of scores) through

0 (mo relationship) to ~1.00 (a perfect -
negative relationship). The numerically
larger the correlation, the greater

the relationship. ' S

df o o Degrees of freedom. This number is used

 in determining the probability (p) of
azsta:‘istical finding (e.g., a t, F, or
X"). This term is included in this
report for techmnical accuracy and can
be disregarded by the nontechnical
reader. .

Im

A statistic used to judge whether there
are statistically significant differences
in scores among three or more groups.

The F and its df, reported for the
technical reader, can be disregarded by
the nontechnical reader. They are used
to determine the probability (p) that
the findings can be regarded as statis-
tically significant or merely due to
chance.

McNemar's test This test is used to compare the pro-
. portion of responses in categories
which are common to two releted questions.
The test is a form of the x~ test.

Mean (X) The sum of scores or amounts divided by
the number of scores or amounts. The
nontechnical term “average" most
commonly refers to the mean, although
there are other types of averages.

N, n Number of individuals (e.g., children,
parents) in a sample. As used in this
volume, N refers to a large sample
(e.g., all children who answered a
particular question) and n refers to a
subsample within the larger sample
(e.g., boys or girls).
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Term and/or symbol o ‘ .. Defipition
ns VK ' o Statistically nonsisnificant
P " _' Probability or significance level. This

number expresses the likelihood that
the results could have occurred "dby
‘chance." It is expressed as a docimal
fraction. A p of .05, for example, '
means that the results are likely to
be achieved "by chance' only 5 times
out of 100; a p of .00l means that the
results could have arisen "by chance”
only one time out of 1000. A p of .05
or less is generally taken to indicate
statistically significant findings -
- those which one feels fairly confident
in assuming did not arise by chance.
In this volume the corvtation of
referring to p's betwrenr .05 and .15
as trends toward statis:ical signifi-
cance has been adopted. "robabilities
(p's) greater than this uce regarded
as statistically nomsienfficant.

range The distance between the lowest score
and the highest scere,

SD Standard deviation. This term is an
index of the dispersion or spread-out-
ness of a set of scores. For example,
two gets of scores might have a mean
score of 10. One set might have an SD
of 2 and the other get might have an
SD of 3; the second set has a broader
dispersion of scores. Roughly 2/3
of the scores occur in the range of
+1 SD above the mean to ~1 SD below
the mean.

|r

A statistic relating to the t-test which
is used to test whether there are
statistically significanc differences

in scores between two groups. The t

and its df (which cam be disregarded

by the nontechnical reader) are used

to determine the probability (p) that
the differences in scores are significant
or merely due to chance.
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Term and/or symbol » S Definition
2 , . S ,
X | Chi-square. The chi-square test is

applicable when there are regponse
categories rather than scores and
one wishes to determine if two or
more groups differ sisnifican:ly
with regard to their response
patterns (e.g., Does one group
choose some categories mnre gften
tnan another group?). The ¥* and
its df, which can be distegarded
by the nontechnical reader, are
used to determine the probability
that the findings are due merely
to chance or ean be resatded as
"significant."

< | : Less than. For example, < 10 is
, . : read "less than 10."

> ' ' Greater than. For example, > 10
is read "greater than 10."
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